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ABSTRACT 
EVALUATING THE EFFICACY OF A PRE-KINDERGARTEN PROGRAM: 
TRANSITIONAL NEEDS OF YOUNG CHILDREN BETWEEN SYSTEMS OF CARE 
AND PUBLIC EDUCATION 
J. Michael Lausch, Ed.D. 
Drexel University, May 2012 
Chairperson: Joyce A. Pittman 
 
The purpose of this study was to determine the efficacy of a South Central Pennsylvania 
public school’s pre-kindergarten program in preparing young children for the transition to 
kindergarten.  Despite the growing interest in pre-kindergarten education, no researcher 
had yet seriously examined the efficacy of providing a minimal amount of pre-
kindergarten experience and support to improve the readiness of students as they 
prepared to transition to kindergarten.  The study employed a transformative mixed 
method approach to the research in order to address the problem of creating public school 
pre-kindergarten opportunities that effectively assist children in the transition to 
kindergarten in a South Central Pennsylvania public elementary school.  Specifically, the 
study answered the following research questions: 
1. What components of the pre-kindergarten program do teachers perceive as effective in 
supporting the transition needs of young learners? 
2. What components of the pre-kindergarten program do parents perceive as effective in 
supporting the transition needs of young learners? 
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3. What are the statistically significant differences in kindergarten readiness, among 
students who attended the pre-kindergarten program when compared to those who did not 
attend any pre-kindergarten program, as measured by the DIAL-3 assessment? 
The first stage of the study was primarily qualitative, but did employ some quantitative 
analysis.  Two teachers of the pre-kindergarten program and twenty nine parents of 
participants completed a questionnaire about their perceptions of efficacy within the 
program.  The survey was electronic in nature and consisted of both closed and open 
ended questions related to program components.  Interviews with six parents who 
enrolled their child in both the pre-kindergarten program and a private pre-kindergarten 
program also occurred.  Analysis of the results identified themes related to the 
components of effectiveness.  A statistical analysis using an analysis of variance 
identified statistically significant differences within the perceptions of effective pre-
kindergarten factors among teachers and parents. 
The second stage of the study was quantitative.  In this stage, the results of a commonly 
used pre-kindergarten readiness assessment, the DIAL-3, were collected and analyzed.  
After the removal of several intervening variables, two cohorts, those who attended the 
identified pre-kindergarten program and those who did not attend any pre-kindergarten 
program, were compared.  The data of seventy nine students was included the pre-
kindergarten cohort.  The data of sixty seven students was included in the no pre-
kindergarten cohort.  Statistical analysis using an analysis of variance occurred to 
compare the mean scores of the DIAL-3 assessment.  Throughout all stages of the study, 
anonymity of participants was maintained. 
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The questionnaire and interview data determined that teachers and parents associated 
with the pre-kindergarten program believed the social gains from attendance in the 
program were important to kindergarten transition success.  Both teachers and parents 
believed the social aspects, including fostering student comfort within the school 
environment, were more important than academic gains that may be attained by children.  
The statistical analysis of the DIAL-3 assessment data determined that there was a 
significant statistical difference in the kindergarten readiness of children who attended 
only the identified pre-kindergarten program when compared to children who attended no 
pre-kindergarten programming.  These important findings suggest that even a minimal 
amount of pre-kindergarten programming can have a positive impact upon the 
achievement of young learners.   
This research study provides those responsible for implementation of the pre-
kindergarten program with a wealth of data related to its effectiveness in preparing young 
learners for entry into public education.  These data may also be used to assist in the 
decision making process regarding the future of the pre-kindergarten program.  In 
addition, these data may assist other school districts with the implementation and 
evaluation of their own pre-kindergarten programs as an intervention to support young 
children. 
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Chapter 1: Introduction 
 
Introduction 
 The importance of preschool education has been widely recognized for decades 
by many who work in the field of education (Dockett & Perry, 2002).  The reality is that 
existing preschools demonstrate a desire and need for children to learn before 
transitioning to formal schooling.  Attention must be given to education before 
kindergarten begins as the transition to formal schooling is one of the most significant 
changes a child will experience (Harvard Family Research Project, 2004).  This 
hypothesis has been proven by Burchinal, Campbell, Bryant, Wasik, and Ramey (1997), 
Reynolds, Mavrogenes, Bezruczko, and Hagemann (1996), Daniels (1995) and Roberts, 
Rabonowitch, Bryant, Burchinal, Koch and Ramey (1989) as they have found that 
preschool experience positively affects children’s achievement in the primary grades (as 
cited in Pelletier & Brent, 2002).  The studies, however, were conducted on universal pre-
kindergarten programs or on those that provide extensive support to specific groups of 
students, such as Head Start.  These types of programs typically involve a great deal of 
school district investment, many specific guidelines to be followed, and a high level of 
funding.  Control of the content in the pre-kindergarten program is primarily in the hands 
of those administering the program or providing the funding for it.  Another type of pre-
kindergarten program is the privately run program.  Unfortunately, unlike public 
education, this type of pre-kindergarten program may not be readily available nor is it 
free.  In addition, there is no guarantee that those implementing the program will follow a 
curriculum that is aligned with specific state or national standards.  
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 In a review of the research regarding pre-kindergarten experiences offered by 
school districts that fall outside of the realm of the universal or privately run programs, a 
void has been identified.  A lack of research exists about less frequent intervention with 
preschool aged children and what was perceived as making those programs effective.  As 
a result, the focus of this study was to explore the perceptions of teachers and parents 
related to the effectiveness of children’s transitional services and training in a pre-
kindergarten program at an identified elementary school in South Central Pennsylvania. 
 
Introduction to the Problem 
 The township in which the pre-kindergarten program was located was one of five 
townships that made up the district of this school.  In the township, there were relatively 
few large businesses and the majority of residents did not work in professions where a 
college degree was required.  Additionally, the median income of the township’s 
residents was below that of the other four townships in the school district.  Utilizing the 
most current data from the United States Census Bureau, the per capita income in the 
township was $20,055.  The average of the other four townships was $25,200 (United 
States Census Bureau, 2010).  The lower income in the township was confirmed through 
examination of the free and reduced lunch statistics at the school.  Approximately forty 
three percent of the student body was enrolled in the free and reduced lunch program at 
the school.  The building with the next closest percentage in the school district had 
twenty percent of students in the free or reduced lunch program. Further complicating 
issues was the fact that there were no established preschools within the township.  If a 
parent wished for their child to attend a preschool, they had to leave the township and 
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drive to a neighboring township.  As a result, attending preschool was neither available 
nor affordable within the township. 
 In 2006, with the leadership and support of the principal at the school, a team 
began exploring the possibility of providing pre-kindergarten experiences to the children 
of the township.  The team studied current and past data from the Developmental 
Indicators for the Assessment of Learning - Third Edition (DIAL-3).  This data was 
gathered annually during kindergarten registration screenings and indicated a strong need 
for pre-kindergarten education within the township.  Each year there were many more 
incoming kindergarten students identified as high need students in the school than at the 
other district elementary schools.  Additionally, few children attended pre-kindergarten 
programs located outside of the township.  It was determined that many children in the 
township were beginning an educational career behind their peers.  
 A decline in the enrollment of students eligible to attend kindergarten coincided 
with the team’s study and provided a unique opportunity for the school.  The typical 
format of four, half-day sessions of kindergarten had changed due to the declining 
enrollment; only three sessions were needed thus resulting in a half-day of availability for 
one teacher.  The school could begin offering pre-kindergarten experiences to children 
without adding staff or creating a financial burden for the district.  This resulted in a 
presentation to the superintendent and Board of School Directors for the implementation 
of a pre-kindergarten program at the elementary school.  The initial proposal consisted of 
a daily offering of pre-kindergarten education to eligible children.  The proposal was not 
approved by the superintendent and Board of School Directors as they believed it was 
better to utilize the available time for intervention programs geared toward students 
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already enrolled at the school.  A counter proposal and compromise was reached; the 
school could offer two days each month of pre-kindergarten education for children in the 
township while the remaining days of the month would be utilized for school based 
intervention programs.  Children who were eligible to attend kindergarten in the 
following year were invited to attend the program.   The result was that children who 
enrolled in the program would receive only a minimal amount of pre-kindergarten 
education each month.  
 A potential problem existed with the negotiated alternative.  It was not known to 
the researcher whether this minimal amount of pre-kindergarten experience would be 
enough to impact the readiness of students as they prepared to transition to kindergarten. 
  
Statement of the Problem 
 Despite the growing interest in pre-kindergarten education, no researcher had yet 
seriously examined the efficacy of providing a minimal amount of pre-kindergarten 
experience and support to improve the readiness of students as they prepared to transition 
to kindergarten. 
Research on the benefits associated with pre-kindergarten education as an early 
intervention indicated that children who participated in pre-kindergarten experiences had 
an advantage over peers who did not participate in pre-kindergarten (Meunnig, 
Schweinhart, Montie, & Neidell, 2009).  Teachers and parents of the school included in 
the study had expressed concerns regarding the lack of an inclusive and effective pre-
kindergarten program within the public school setting as a critical intervention to 
ensuring successful transition to kindergarten and assisting in the potential academic 
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success of participants.  Concerns also existed as to whether or not the minimal frequency 
of meetings was enough to have an impact upon school readiness.  This study addressed 
the problem of creating public school pre-kindergarten opportunities that effectively 
assisted children in the transition to kindergarten in a South Central Pennsylvania public 
elementary school. 
 
 Purpose and Significance of the Problem 
 The purpose of this study was to examine the components of a pre-kindergarten 
program and the perceptions of teachers and parents regarding the efficacy of providing a 
minimal amount of pre-kindergarten experience to improve the readiness of students as 
they prepared to transition to kindergarten.  
 While there was a voluminous amount of research available in relation to the 
effectiveness of large scale pre-kindergarten programs that meet frequently, there was a 
lack of research related to the effectiveness of pre-kindergarten programs that meet less 
frequently.  With the high level of accountability dictated by No Child Left Behind 
(NCLB), it is imperative for school systems to utilize all available resources in an effort 
to reach the demand of every child achieving at a level of proficient by the year 2014 
(United States Department of Education, 2010).   Attempting to close educational gaps 
before children enroll in school is one method that may help in the pursuit of universal 
proficiency.  In light of budgetary concerns facing school districts around the nation, 
asset allocation to best meet student needs will also be of critical importance in reaching 
this goal. 
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 The transformative mixed method study included both qualitative and quantitative 
data.  This study helped in the attainment of an improved understanding related to what 
teachers and parents perceived as effective within a pre-kindergarten program.  
Furthermore, it measured the effectiveness of the program in preparing participants for 
the transition to public schooling.  The results of this study assisted the researcher in 
improving the pre-kindergarten program that was studied as the researcher oversees its 
implementation.  In addition, the results of the study may help to provide school districts 
with information regarding fiscally responsible and time effective interventions for 
helping preschool aged children achieve at greater levels.  
 
Research Questions 
 The central question of this study was formulated from the professional 
experiences of the researcher and gaps identified in a preliminary research scan.  The 
central question was: What is the efficacy of providing a pre-kindergarten program to 
support the transitional needs of young children between preschool systems of care and 
public education?   Other questions to be explored included: How do teachers’ and 
parents’ perceptions of efficacy about the transitional needs of young children between 
systems of care and public education influence the effectiveness of a pre-kindergarten 
program? and Are there significant differences in kindergarten readiness among pre-
kindergarten attendees when compared to non-attendees?  Specifically, the study 
answered the following questions in an effort to evaluate the effectiveness of the pre-
kindergarten program in meeting the transition needs of participants: 
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1. What components of the pre-kindergarten program do teachers perceive as 
effective in supporting the transition needs of young learners? 
2. What components of the pre-kindergarten program do parents perceive as 
effective in supporting the transition needs of young learners? 
3. What are the statistically significant differences in kindergarten readiness, 
among students who attended the pre-kindergarten program when compared to 
those who did not attend any pre-kindergarten program, as measured by the 
DIAL-3 assessment? 
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Conceptual Framework 
 
 
 
 
Figure 1 Concept Map 
 
 
 
 At the core of efficient pre-kindergarten programs are effective early learning 
standards that emphasize significant, developmentally appropriate content, outcomes and 
transition from systems of care to public education (National Association for the 
Education of Young Children, 2010).  Properly designed pre-kindergarten programs, 
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regardless of the frequency of meeting, must be designed to meet these standards.  The 
design of the pre-kindergarten program in this study reflected such standards.  The 
National Association for the Education of Young Children (NAEYC) further stated that 
the content and desired outcomes must be meaningful and important to children’s current 
well-being and later learning (NAEYC, 2009).  
 Aligned to the NAEYC’s stance on pre-kindergarten outcomes were the 
Pennsylvania Department of Education’s beliefs regarding pre-kindergarten education.  
The Pennsylvania Department of Education applies a Standards Aligned System (SAS) to 
pre-kindergarten education.  This system links instruction, materials and resources, 
curriculum, assessment, intervention, and learning standards to children’s engagement 
and future school success (Pennsylvania Department of Education, 2010).  The impact of 
such standards on achievement both academically and socially was central to this 
research study. 
 The positive benefits associated with pre-kindergarten attendance had been the 
topic of several studies throughout the world, yet according to the United States Census 
Bureau (2011), only 23.3% of children aged three or four in the United States attended a 
day care, nursery or preschool, or Head Start program in 2005.  Literature in the field of 
physiology produced evidence that the human brain develops rapidly during the ages of 
two to four.  The types of stimulations a child experiences during this time period are 
critical to the development of cognitive, social, and motor skills (Heckman & Raut, 
2009).  If this was the case, why then did so many children not attend pre-kindergarten 
programs?  While there may be a variety of reasons why over 75% of children in the 
United States do not attend pre-kindergarten programs, one speculation was related to the 
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accessibility of pre-kindergarten programs for families.  The ease with which children 
were able to attend the identified elementary school’s pre-kindergarten program aided in 
the removal of this limiting factor for families as accessibility was provided for free 
through the local elementary school. 
 With the paucity of research available on the effectiveness of a non-universal and 
less frequent pre-kindergarten intervention, this study sought to determine the perceived 
components of transition effectiveness among teachers and parents within the identified 
school’s pre-kindergarten program.  A secondary purpose was to examine assessment 
data related to kindergarten readiness among pre-kindergarten attendees when compared 
to non-attendees. 
 This study explored three streams of research related to pre-kindergarten 
education relevant to the study.  The streams of research included: 
 1. Emergent Literacy 
 2. Global Advantages of Pre-kindergarten Education 
3. Teacher and Parent Perceptions of the Effective Components of Pre-
kindergarten Education 
 The stream of research on emergent literacy established the basis and importance 
for pre-kindergarten education.  The research established the critical nature of pre-
kindergarten as an early intervention tool in the development of the ability to read. 
 The advantages associated with preschool and pre-kindergarten attendance 
formed the second stream of the review.  Academic and social benefits were paramount 
to a successful transition to kindergarten.  In addition, emotional and economic benefits 
were associated with children and their families following preschool or pre-kindergarten 
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attendance.  The benefits of pre-kindergarten education extend beyond the immediate 
academic impact and often go unrecognized by many in society. 
 Exploration of research related to perceived effectiveness among teachers and 
parents comprised the third stream of research reviewed.  This research was relevant as 
the perceptions of effectiveness between parents and teachers have been shown to differ.  
Furthermore, the perceived components of effectiveness may impact the structure and 
operations of pre-kindergarten programs. 
 Taken together, these streams of research formulated the foundation for the study.  
The streams demonstrated the positive outcomes associated with pre-kindergarten 
education and the need for it to be accessible as an intervention for children.   
 
Definition of Terms 
 For the purpose of this research study, the following terms were selected to be 
identified and defined: 
Analysis of Variance (ANOVA). A procedure used to test for significant 
differences between means. 
Developmental Indicators for the Assessment of Learning-Third Edition (DIAL-
3). An individualized screening test designed to identify young children in need of further 
assistance prior to entry into kindergarten. 
 Economically Disadvantaged. Students who are identified as qualifying for free 
or reduced breakfast and lunch as determined by the United States Department of 
Agriculture’s Income Eligibility Guidelines (United States Department of Education, 
2010).  
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 Income Eligibility Guidelines. The determining factor as to whether or not a 
student qualifies for free or reduced breakfast or lunch in the public school system 
(United States Department of Agriculture, 2010). 
 Intervention. The act or fact of interfering with a condition to modify it or with a 
process to change its course. 
 Poverty level.  A minimum income level below which a person is officially 
considered to lack adequate subsistence and to be living in poverty.  The income level is 
used by school districts to determine free and reduced lunch status. (See Table 1).  
 
Table 1. 2011 Poverty Guidelines for the 48 Contiguous States and the District of Columbia. 
Persons in family Poverty guideline 
1 $10,890 
2 14,710 
3 18,530 
4 22,350 
5 26,170 
6 29,990 
7 33,810 
8 37,630 
For families with more than 8 persons, add $3,820 for each additional person. 
 
  
Pre-kindergarten. Public preprimary education for children 3-4 years of age (3-5 
years of age in some states) who have not yet entered kindergarten.  It may offer a 
program of general education or special education and, in some states, be part of a 
collaborative effort with Head Start (National Center for Education Statistics, 2009).  
Also referred to as preschool. 
 Preschool. A beginning group or class enrolling children younger than 5 years of 
age and organized to provide children with educational experiences under professionally 
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qualified teachers in cooperation with parents during the year or years immediately 
preceding kindergarten (or prior to entry into elementary school when there is no 
kindergarten) (National Center for Education Statistics, 2009).  Also referred to as pre-
kindergarten. 
 School Readiness. The state of early development that enables an individual child 
to engage in and benefit from early learning experiences (School Improvement in 
Maryland, 2009). 
 Socioeconomic Status (SES). A measure of an individual or family's relative 
economic and social ranking (National Center for Education Statistics, 2009). 
 Transition. A dynamic process and relationship between children, family, teachers 
and community in preschool through kindergarten (National Center for Early 
Development and Learning, 2000). 
 
Assumptions, Limitations, and Delimitations 
 The researcher identified several assumptions related to the study.  It was 
assumed that the pre-kindergarten program in the study would continue to operate in the 
future.  School districts across the nation have been struggling with budgetary constraints 
that result in the examination of programs for potential budget cuts.  It was the belief of 
the researcher that the identified pre-kindergarten program would survive potential 
budget cuts due to the minimal amount of funding necessary for its implementation.  In 
addition, the researcher assumed that participants would respond with honesty to the 
instrument used in the study.  Through the reassurance of anonymity and confidentiality 
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as well as having the choice to not participate in the study, the researcher has taken the 
steps necessary to attain honest responses from the instrument.  
Present in the study were potential limitations to the applicability of results in a 
larger context.  One limitation was related to the site of the study.  The location was the 
primary site to be studied in this research project.  It was possible that the results may not 
transfer to other locations due to a difference in student population, teacher attitude or 
community beliefs.  In addition, the paucity of pre-kindergarten programs not meeting on 
a daily basis in other school districts limited the sample size for comparison. 
 Another limitation was related to the sample size of children in the pre-
kindergarten program and the sample size of teachers included in the study.  Due to the 
minimal amount of time (five years) that the program has been in place, a small sample 
size of students was available.   Further longitudinal studies on cohort groups may be 
necessary to fully determine the reliability of results over the long term.  The attainment 
of data related to teacher perceptions was also limited as only two teachers had been 
associated with the program since its inception.  In addition, while it was known whether 
or not children have attended a pre-kindergarten program, it was unknown to the 
researcher the extent of which parents may work on pre-kindergarten skills with their 
children in the home.   
 Delimitations in the study were also identified.  One delimitation was the 
exclusion of parents whose children attended the pre-kindergarten program more than 
one year ago.  These individuals were excluded from the study due to the amount of time 
that had elapsed since having a child in the pre-kindergarten program.  Responses to the 
questionnaire may have been skewed as these potential participants may not recall the 
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specifics of the pre-kindergarten program.  Students who attended other pre-kindergarten 
programming, moved from the school during their pre-kindergarten year, and those who 
attended less than one-third of the pre-kindergarten sessions were excluded from the 
study.  These students were removed due to the fact that their participation in other 
programs or their lack of participation in the identified program may have impacted 
results during the quantitative phase of the study. 
 
Summary 
 Pre-kindergarten education has been thoroughly researched.  The studies on pre-
kindergarten education attempted to determine whether or not there were positive 
benefits associated with providing educational and social interventions to children prior 
to enrollment in public education.  The studies typically focused on large scale, universal 
programs.  There was a void in the research related to the impact of less frequent 
interventions upon the academic and social development of children.  This research study 
attempted to fill that void by examining the perceived components of transition 
effectiveness within a pre-kindergarten program.  The researcher gathered data to 
compare cohorts of students: those who attended only the identified school’s program and 
those who did not attend any pre-kindergarten program.  This data was compared in order 
to determine the identified program’s effectiveness as a school readiness intervention. 
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Chapter 2: Literature Review 
 
Introduction of the Problem 
 School districts around the country are feeling the pressures of increased 
accountability related to the No Child Left Behind Act of 2001 (United States 
Department of Education, 2010).  In Pennsylvania, the Pennsylvania System of School 
Assessment (PSSA) is utilized to measure progress toward state standards.  The PSSA is 
first administered to students in third grade (Pennsylvania Department of Education, 
2010).  Waiting until third grade, as is done in many school districts, is too late.  After 
third grade, instruction typically shifts from learning to read to reading to learn.  Students 
who enter fourth grade without the ability to read are more likely to drop out and face 
challenges in life (ACSD, 2010).  
 The development of literacy skills in children is too important to allow for a wait 
and see approach.  Language and literacy development are connected and are critical 
during the years of birth through age eight (Schickedanz, 1999).  As a result, those who 
work with young children have a critical window of opportunity to help children acquire 
rich language and emerging literacy skills (Moats, 2000).  Early childhood education is 
now being looked upon more frequently as a potential early intervention to help ensure 
children are prepared for school (Robelen, 2009).  This early intervention may also help 
in a reduction of grade retention, special education identification and crime.  These 
factors have resulted in an increased awareness of research in the area of the benefits of 
pre-kindergarten education. 
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Conceptual Framework 
 Effectiveness of programming is central to the success of a quality pre-
kindergarten program.  Developmentally appropriate practices in pre-kindergarten 
programming will lead to positive outcomes for children (National Association for the 
Education of Young Children, 2010).  When quality instruction, materials and resources, 
curriculum, assessment, intervention and learning standards in a pre-kindergarten 
program are aligned, it enhances the opportunities for later school success (Pennsylvania 
Department of Education, 2010).   The impact of these criteria on the effectiveness of 
pre-kindergarten and the academic and social growth of children in the program is central 
to this research study. 
 The positive benefits associated with pre-kindergarten attendance have been 
widely published.  Physiologists have determined that between the ages of two and four, 
stimulations to a child’s brain are critical to social, cognitive and motor skill development 
(Heckman & Raut, 2009).  Even with the well documented benefits of attending pre-
kindergarten, nearly 75% of children eligible to attend pre-kindergarten do not do so 
(United States Census Bureau, 2011).  Accessibility and cost of program may be two 
barriers for families in the determination of whether or not to enroll their child in a pre-
kindergarten program.  The ease with which children were able to attend the identified 
elementary school’s pre-kindergarten program aided in the removal of this limiting factor 
for families as accessibility was provided for free through the local elementary school. 
 With the paucity of research available on the effectiveness of a non-universal and 
less frequent pre-kindergarten intervention, this study sought to determine the 
components of effectiveness in the identified school’s pre-kindergarten program.  
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Furthermore, the differences in school readiness, as measured by the DIAL-3 assessment, 
among the identified school’s pre-kindergarten attendees when compared to non-
attendees with no pre-kindergarten experience, were examined. 
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Literature Review 
 The review of literature will explore three streams of research related to pre-
kindergarten education relevant to the study.  The streams of research include: 
 1. Emergent Literacy 
 2. Global Advantages of Pre-kindergarten Education 
 3. Teacher and Parent Perceptions of Pre-kindergarten Efficacy 
 The stream of research on emergent literacy establishes the basis for pre-
kindergarten education.  Waiting until children enroll in public education is too late to 
begin making an impact upon their development.  The research establishes the 
importance of pre-kindergarten as an early intervention tool in the development of the 
ability to read. 
 The advantages associated with preschool and pre-kindergarten attendance forms 
the second stream of the review.  Academic, social, emotional, and economic benefits 
have been associated with children and their families following attendance in a preschool 
or pre-kindergarten program.  There is great value in understanding the advantages 
associated with preschool and pre-kindergarten as many do not recognize the long term 
impact it has upon society. 
 Exploration of research related to perceived effectiveness comprises the third 
stream of research reviewed.  This research is relevant as the perceptions of effectiveness 
between teachers and parents have been shown to differ.  Furthermore, the perceived 
components of effectiveness may impact the structure and operations of pre-kindergarten 
programming. 
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 Taken together, these streams of research formulate the foundation for the study.  
The streams demonstrate the positive outcomes associated with pre-kindergarten 
education and the need for it to be accessible as an intervention for children. 
 
Emergent Literacy 
Vygotsky and Early Literacy Development 
 According to Lev Vygotsky, education not only influences certain processes of 
development, but actually restructures all functions of behavior in a most essential 
manner (Gredler, 2009).  He believes that instruction plays a major role in a child’s 
development.  The developmental learning, according to Vygotsky, takes place in a 
child’s zone of proximal development.  
 The zone of proximal development is defined as the distance between the actual 
level of development and the potential level of development.  This is important to pre-
kindergarten education as Vygotsky maintained that the interactions between an adult and 
a child are the first stage of a child’s development of word meaning, concepts, use of 
speech for thinking, and higher mental functions (Gredler, p. 329).  Furthermore, it has 
been found that when children are working within the zone of proximal development, 
their intellectual and social development is enhanced (Siraj-Blatchford, 2002).  
Vygotsky’s principles have resulted in the understanding that the meanings of signs and 
symbols cannot be left to chance; good, early instruction is critical to children’s learning.  
As a result of Vygotsky’s work, programs to teach reading to struggling readers have 
emerged.  Two such programs are Reading Recovery and reciprocal teaching (Gredler, p. 
335). 
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Literacy Skill Development and Later Reading Ability 
 Phonological awareness is a critical skill in the process of learning to read.  
Lieberman and Shankweiler state that the foundation for proficient reading requires the 
ability to analyze words spoken as a single pulse of sound into phonemic units that a 
child learns to associate with letters or graphemes (as cited in Bailet, Repper, Piasta & 
Murphy, 2009).  While the process of reading involves going from graphemes to 
phonemes, learning those associations begins with the awareness of phonemes in spoken 
words (Bailet et al., 2009).  Anthony and Francis (2005) elaborate on this by stating that 
the detection and manipulation of syllables and rhyme patterns reflects a beginning level 
of phonological awareness while onset rhyme and full phoneme detection are more 
advanced skills (as cited in Bailet et al., 2009).  
 Following phonological awareness, alphabetic principle is the next stage of 
learning.  Ehri and Roberts (2006) found that children’s ability to learn letter-sound 
correspondence appears to be directly related to their knowledge of letter names.  The 
knowledge of letter names serves as the entry point into alphabetic principle (as cited in 
Bailet et al., 2009).  Alphabetic knowledge strongly predicts later reading success and 
mastery of the relationship between spoken and written language is the single most 
important factor in the development of literacy (Bailet et al., 2009).  Functional assets or 
deficits in these skills measured in pre-kindergarten are strongly predictive of subsequent 
reading outcomes (Anthony & Francis, 2005).  
 Although the development of literacy skills occurs throughout life, the early 
childhood years create the foundation for reading and writing (Whitehurst & Lonigan, 
1998).  Kurdek & Sinclair (2000), LaParo & Pianta (2000) and Reynolds & Bezruczko 
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(1993) all found that children who enter formal schooling with reading deficiencies 
experience difficulty catching up (as cited in Halle, Calkins, Berry & Johnson, 2003).  As 
a result, research suggests that a variety of targeted strategies should be implemented 
during a child’s preschool years to improve their language and literacy skills (Halle, et 
al., 2003). 
 
Assessment of Early Literacy Skills 
 To measure the attainment of literacy skills in pre-kindergarten programs, 
researchers have utilized a variety of tools.  Wong, Cook, Barnett and Jung (2008) and 
Barnett and Lamy (2006) both utilized the Peacock Picture Vocabulary Test, Third 
Edition (PPVT-3) and the Preschool Comprehensive Test of Phonological and Print 
Processing (Pre CTOPPP).  The PPVT-3 is an Intelligence Quotient (IQ) assessment 
measuring vocabulary while the Pre CTOPPP measures phonological skill development.  
Paulson, Kelly, Jepson, van den Pol, Ashmore, Farrier and Guilfoyle (2004) utilized the 
Emerging Literacy Screening.  This assessment measures language use, phonological 
awareness and print development to assess early literacy and language development.  In 
this researcher’s study, The Developmental Indicators for the Assessment of Learning – 
Third Edition (DIAL-3), published by the American Guidance Service, will be utilized.  
In the school of the pre-kindergarten program in the study, the assessment is administered 
to all incoming kindergarten students in March.  Specifically, the DIAL-3 Total score 
will be used to measure pre-kindergarten and non-pre-kindergarten participants’ school 
readiness.  The DIAL-3 Total is derived from the motor, concepts and language subtests 
and each test is hand scored.  Scores for each task in the assessment are summed to obtain 
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a raw score which is then converted to a scaled score.  These scores may also be 
converted into percentile ranks or a standard score.  The DIAL-3 has been found to be 
valid and reliable and meets federal mandates for pre-kindergarten assessments (Pearson 
Education, 2011).   
 Taken as a whole, this research establishes the importance of pre-kindergarten 
education as a building block to literacy skills in children.  Attaining the building blocks 
of literacy skills in the early years of a child’s life significantly impact their later reading 
ability, thus reinforcing the need for pre-kindergarten education. 
 
Global Advantages of Pre-Kindergarten Education 
Academic Benefits 
 Attendance in preschool programs has been shown to increase academic 
achievement among participants.  In a research article by Bracey (1996), the long term 
academic achievement results of children who attended the Carolina Abecedarian Project, 
a preschool program that was specifically designed to study the outcomes of early 
childhood education, were investigated.  Upon entry to preschool, the Carolina 
Abecedarian Project children were divided; half of the children received three years of 
preschool intervention, while the other half became a control group.  The study showed 
remarkable differences in the groups.  At thirty six months, the intervention group had 
scored 16.4 points higher than the control group on I.Q. testing.  Additionally, academic 
achievement in reading and math was higher among the intervention group.  
 Meunnig, Schweinhart, Montie, and Neidell (2009) researched the High/Scope 
Perry Preschool Program, a preschool based intervention which was initiated in 1962, and 
  25 
 
 
uncovered additional academic benefits.  The children in the study either received 
preschool education in the High/Scope Perry Program or they received no preschool 
education.  The participants were then tracked until the age of forty. In the preschool 
group, Schweinhart found that these children outperformed those not in the preschool 
group on intellectual and language tests during early childhood years.  He also found that 
participants of the preschool program were more likely to graduate from high school, thus 
reflecting one of the long term benefits of preschool education. 
 Hunter (2009) studied the Head Start preschool program.  Head Start is a 
government funded preschool that works to promote school readiness among children of 
low income families.  The program attempts to enhance the cognitive, social, and 
emotional development among these children (United Stated Department of Health and 
Human Services, 2010).  In the study, Hunter found that Head Start generates a 
significant impact on pre-reading skills of children.  The children who attended Head 
Start entered school more advanced in vocabulary, pre-writing skills, and oral 
comprehension.  Additionally, he found that these children were more likely to score 
higher on reading comprehension and intelligence tests.  A significant long term effect 
uncovered was that children who attended Head Start were more likely to graduate from 
high school as they were less likely to have experienced school failure at an early age. 
 Findings by Barnett and Boocock (1998) further demonstrate the importance of 
preschool education.  The authors summarized data from seven different large-scale 
preschool programs.  All of the programs allowed children to enter between birth and two 
years of age.  Children exited the program between three and five years of age.  The 
researchers found positive correlations between preschool attendance and academic 
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achievement.  At follow ups in elementary and high school, IQ results were found to be 
higher for those who attended preschool as compared to those who did not, although the 
gap decreased as the children aged.  The average IQ for those who attended was 92.7 
while the control group average was 87.1.  
 
Retention and Special Education Benefits 
 In data gathered by Bracey (1996) from the Carolina Abecedarian Project, it was 
found that children who attended the pre-kindergarten program were less likely to be 
retained or identified for special education services.  Temple and Reynolds (2005), in 
their study of the Carolina Abecedarian Project and the High/Scope Perry Program, found 
the same to be true.  It was also found that those who attended either program were more 
likely to complete high school thus resulting in a savings of educational expenses.  
Temple and Reynolds (2005) found that, due to savings in special education placements, 
the Carolina Abecedarian and High/Scope Perry programs saved their respective school 
districts over eight thousand dollars per participant. 
 Barnett and Boocock (1998) concluded that children who attended pre-
kindergarten programs had lower grade retention than those who did not attend any 
program.  In their study of seven preschool programs, the percentage of retention among 
attendees was 26% while it was 41.6% among the control group.  The need for special 
education services was also found to be lower among those who attended preschool.  
Students who attended preschool needed special education services only 20.5% of the 
time as compared to 40.8% in the control group. 
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 Similar data was found by Bartik (2008) in a study on the effects of preschool in 
Kalamazoo County, Michigan.  Bartik found that preschool attendance saved school 
districts on special education costs as children who attended preschool were less likely to 
need special education services. 
 
Benefits to Children of Low Socioeconomic Status 
 One facet of the research reviewed is the effect of poverty on school achievement.  
Researchers have found a direct correlation between poverty and poor achievement in 
schools (Bierman, Nix, Greenberg, Blair & Domitrovich, 2008; Duncan, Yeung, Brooks-
Gunn & Smith, 1997; Muennig, Schweinhart, Montie & Neidell, 2009; Pelletier and 
Brent, 2002; Schweinhart, 1994; Taylor, 2005; Yoo, Slack & Holl, 2009).  White (1982) 
stated that low socioeconomic status is usually the most powerful predictor of 
achievement and test score performance (as cited in Krashen, 2005).  The risks associated 
with poverty have been shown to begin in utero. According to DiPietro (1999) and 
Kramer (1987), children from low SES families are more likely to have inadequate 
neurobehavioral development (as cited in Bradley & Corwyn, 2002).  It has been found 
that family income in the first five years of a child’s life is a powerful indicator of 
developmental outcomes in early and middle childhood, including a child’s cognitive and 
physical development (Brooks-Gunn & Duncan, 1997).  
 Once children enter public school, it may be too late to seriously intervene.  Hart 
and Risley (1999) determined that family economics is a significant factor in children’s 
language development as children of low-income families hear less language and say 
fewer words.  Bradley and Corwyn (2002) also found the language proficiency of 
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children from high-SES and low-SES families is vastly different; children from high-SES 
families demonstrate greater language proficiency.  On the National Assessment of 
Educational Progress tests in reading, writing, science, mathematics, and history, students 
who qualify for free and reduced lunch programs consistently score lower than students 
who do not qualify for the lunch programs (National Center for Education Statistics, 
2009).  Wood (2003) found that students who are living in poverty are more likely to be 
retained, suspended, and expelled from school (as cited in Taylor, 2005).  Additionally, 
low-SES appears to have an effect on school attendance and early high school drop-outs 
(Brooks-Gunn & Duncan, 1997).  
 A study conducted by Barnett and Lamy (2006) investigated the effects of 
preschool upon children living in high poverty locations.  The study measured growth in 
the early literacy skills of receptive vocabulary, phonological awareness, and print 
awareness by comparing those who attended preschool with those who did not.  The 
results demonstrated growth in the group who attended preschool.  The findings indicated 
that for children who come from disadvantaged backgrounds, preschool can provide 
opportunities for growth in children’s vocabulary development.  
 Considering the numerous drawbacks for a child born into and raised in poverty, 
intervention is necessary in order to overcome the obstacles.  Burchinal, Lee, and Ramey 
(1998) stated, “The detrimental effects of poverty on preschool intellectual development 
are believed to be lessened when children attend quality day-care centers.”  In her book A 
Framework for Understanding Poverty (1996), Dr. Ruby Payne indicated that education 
is a critical factor in helping to move individuals out of poverty.  It would appear that an 
effective intervention for children living in poverty is participation in preschool 
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education.  This is supported by the estimated twelve billion dollars that has been spent 
by states on programs of early learning and child care and by the five billion dollars 
provided by the American Recovery and Reinvestment Act for early childhood education 
(Robelen, 2009). 
 
Social and Economic Benefits 
 In addition to the educational benefits associated with pre-kindergarten 
experiences, research has recognized social and economic benefits as well.  Academic 
benefits can be considered short term benefits as they are realized relatively soon after 
preschool attendance.  The economic benefits, however, are not as immediately obvious 
as they may take many years to fully have an impact upon the attendee or society as a 
whole. 
 Temple and Reynolds (2007) studied data gathered from the two aforementioned 
preschool programs (High/Scope Perry and Carolina Abecedarian) as well as the Chicago 
Parent Centers in an effort to measure the economic benefits of preschool.  The authors 
found that preschool attendees were less likely to commit crimes as juveniles and young 
adults.  Reductions in crime result in fewer costs associated with the criminal justice 
system, treatment costs, and victim costs.  As a result, they determined that preschool 
intervention is likely to help children attain a better paying job and refrain from crime, 
thus contributing positively to society.  As explained in a related article by Heckman, 
Moon, Pinto, Savelyev, and Yavitz (2009), higher earnings translate into higher amounts 
of income tax payments which are also beneficial to the general public. 
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 The researchers went on to explain that participation in preschool programs 
encourages parental involvement.  They speculated that this can lead to a reduction in 
child maltreatment which in turn leads to a reduction in expenditures for child welfare 
services.  The following table reflects the summary of benefits per participant in each of 
the three programs.  Some benefits were not studied in particular programs; these boxes 
will be marked “NA.”  The benefits are reported in 2002 dollars.  
 
 
Table 2 Benefits of Pre-kindergarten Reported in 2002 Dollars 
Benefits High/Scope Perry Child-Parent Centers Abecedarian Project 
Child Care 946 1829 NA 
K-12 Education 
Savings 
8812 5377 8836 
Child Welfare Savings NA 850 NA 
Participant Earnings 38,892 36,902 NA 
Crime Savings 90,246 36,902 NA 
Welfare Savings 340 NA 196 
Total Benefit Per 
Dollar Invested 
8.74 10.15 3.78 
 
 
 Temple and Reynolds (2007) found that the three programs, taken as a whole, 
result in an average benefit of $7.56 per dollar invested in pre-kindergarten education.  
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Furthermore, the average savings to society (child care, education, welfare and crime) 
totals $51,445.  This data aided the researchers in the attainment of their conclusion; 
preschool programs have a high level of cost effectiveness and provide substantial 
economic returns to society. 
 Similar data was found by Bartik (2008) in a study on the effects of preschool in 
Kalamazoo County, Michigan.  Bartik found that reduced crime rates were present 
among former preschool participants.  The reduced crime rates were shown to lower 
governmental costs associated with controlling crime as well as the reduction in costs for 
the victims of crime.  Bartik (2008) also found that the lower special education and crime 
rates increased the local tax base due to increased job earnings.  This, in turn, expanded 
the local economy.  Bartik (2008) believes that this information, while gathered in only 
one county, is applicable to other counties and metropolitan areas around the country.  
 Bartik (2009) followed up his 2008 study with two additional studies that do 
address some of the value added to all classes, a limitation noted in several other 
literature reviews.  These studies addressed the distributional effects and delayed benefits 
of early childhood programs.  While Bartik (2009) did find that children from lower 
income families are less likely to be enrolled in a quality preschool than children from 
middle and upper income families, there are economic benefits for any child who attends 
preschool.  Within the low income attendees, the return per dollar of tax cost is 
approximately twenty five to one.  Within the middle class, the return per dollar is about 
nine times as great as in the upper class.  The returns for the upper class are minimal in 
relation to the return per dollar of tax cost.  The upper class does benefit, however, from 
an increase in property value due to preschool programs.  Bartik (2009) calculates a six 
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percent increase in property values as a result of increased earnings within preschool 
school attendees.  He found that this increase in property values is likely to increase 
property tax revenues by seven to fourteen percent.  The higher property values provide a 
greater benefit to the upper class as they are likely to own more property relative to their 
income.  Furthermore, he believes that the long term implications of preschool attendance 
are important to the economic development of a region.  He stated that preschool 
programs will increase earnings by increasing the quantity and quality of the labor 
supply.  
 Behrman, Cheng, and Todd’s (2000) research also supports the previously 
reported findings of Temple and Reynolds (2007).  The results of Behrman et al.’s (2000) 
evaluation of preschool programs concluded that the increase in educational attainment 
lowered welfare participation rates and reduced crime.  In addition, it was reported that a 
small increase of cognitive skills in a preschool child may increase lifetime earnings by 
twenty-three percent.  
 Several economic benefits were found by Heckman and Raut (2009).  A reduction 
in income inequality was one area found to be impacted by preschool education.  It was 
found that preschool experience ultimately increases the income of low socio-economic 
children when they become adults.  As a result, the income gap between the rich and poor 
narrows and reduces the inequality of long-term earnings.  In addition, as the population 
of low socio-economic status citizens becomes lower and earnings become higher, tax 
revenues will increase.  The researchers estimate the cost of preschool to the economy at 
$195.64 per capita.  However, they reported an increase in per capita earnings of $309.60 
resulting in a positive net gain to tax payers as a result of children attending preschool.  
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 A reduction in crime was studied by Lochner (2010).  He focused only on the 
relationship between education and crime from an economic perspective.  He stated that 
investing in human capital, i.e. pre-kindergarten education, will increase future legitimate 
work opportunities and result in less participation in crime.  He found that preschool 
attendance may alter the set of people with whom individuals interact on a daily basis.  
This in turn affects the social networks and peers of individuals as they mature and helps 
to keep juveniles away from criminal activities.  Lochner (2010) found that attending 
school for just one additional year reduces property and violent crime by eleven percent.  
It reduces murder and assault by almost thirty percent, motor vehicle theft by twenty 
percent, arson by thirteen percent, and burglary and larceny by six percent.  Reynolds, 
Temple, Robertson and Mann (2001) also found that pre-kindergarten attendance leads to 
a reduction in juvenile arrests.  In their study of nine hundred eighty nine children who 
were enrolled in the Chicago Child-Parent Program, the percentage of arrests was nearly 
ten percent lower than children who did not attend pre-kindergarten.  The pre-
kindergarten participants also had a lower incidence of multiple arrests and arrests for 
violent crimes.  
 A unique economic benefit of preschool was studied by Fitzpatrick (2008) and 
Berlinski, Galiani, and McEwan (2009).  The researchers studied the effect on 
employment with the mothers of preschool attendees.  Fitzpatrick (2008) reported on her 
study of universal preschool programs in three states: Georgia, Oklahoma, and Florida.  
Married mothers and single mothers with no other children were found to be more likely 
to attain employment as a result of universal preschool availability.  Fitzpatrick (2008) 
also found that the location of the preschool impacted the employment rates of mothers of 
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preschoolers.  Mothers who live in rural areas were twenty percent more likely to be 
employed due to universal preschool availability.  Fitzpatrick (2008) feels that this is due 
to a “thin market” for preschools in less populated areas as compared to more densely 
populated areas.  Fitzpatrick (2008) identified limitations to her own study.  These 
included: 
 Inelastic labor demand – Rigidity within the hours required by employers may 
impact the labor supply of mothers. 
 Inelastic supply of child care – The universal preschool did not provide care for a 
full eight hour work day. This impacts a mother’s decision to work as she may not 
be able to find or afford supplemental child care. 
 Other children in the household – When younger children are present in the 
household, it may impact the value of preschool to a mother as she will have to 
pay child care costs for the other children. This results in a choice to not enter the 
workforce.  
 Berlinski et al. (2009) found that preschool education has some positive benefits 
for maternal employment.  The study showed that preschool education may enhance the 
employment opportunities for mothers of preschool children.  The study found that 
mothers are nineteen percent more likely to work twenty hours or more each week and 
work nearly eight hours a week more as a result of their youngest child attending 
preschool.  The impact of preschool attendance on maternal employment was found to be 
positive only when the mother’s youngest child was the child attending preschool.  There 
was no effect found on maternal labor when a child who was not the youngest attended 
preschool, thus supporting a limitation identified by Fitzpatrick (2008).  
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Type of Pre-kindergarten Program 
 A wide array of pre-kindergarten programming exists in the United States.  
Private programs and universal programs are the most frequently found.  When 
considering universal pre-kindergarten programs, the most well documented programs 
are Head Start and those implemented by governmental organizations such as state 
programs or those in public education.  All types of programs have been shown to be 
beneficial to children, but the programs are not frequently compared to one another to 
measure effectiveness.   
 Utilizing a quantitative data analysis, Gormley, Phillips, Adelstein, and Shaw 
(2010) compared the Head Start four year old program to school-based four year old 
programs in Tulsa, Oklahoma.  The desired outcomes from the study were to determine if 
there were advantages to one program over the other.  After forty days of kindergarten, 
children who attended a school based pre-kindergarten were compared to those who did 
not attend the pre-kindergarten.  In addition, after forty days of kindergarten, children 
who attended Head Start were compared to those who did not attend Head Start.  Two 
assessments and a questionnaire were utilized to gather data on the children’s academic, 
social-emotional, and medical well being.  The Woodcock-Johnson Achievement Test, 
Adjustment Scales for Preschool Intervention, and a parent completed health survey were 
the instruments used.  The results of this study showed that children who attended the 
school based pre-kindergarten programs were further ahead of their peers in literacy than 
those who attended Head Start or did not attend any program.  Conversely, the study also 
showed that the children who attended Head Start had better levels of health than those 
who attended the school based pre-kindergarten or did not attend any program. 
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 The length of pre-kindergarten programming was studied by Landry, Swank, 
Smith, Assel, and Gunnewig (2006).  The researchers measured student growth in 
literacy skills among children who attended no pre-kindergarten versus a full day and half 
day model.  The results of the study showed that students who attended full day pre-
kindergarten programs had the greatest growth in literacy skills.  Students in the half day 
program showed greater growth over the non pre-kindergarten cohort, but their growth 
was not as great as the full day cohort. 
 
Results from Other Countries 
 Similar results have been found in studies outside of the United States.  In a study 
of Uruguayan preschool attendees by Berlinski, Galiani, and Manacorda (2007), the 
results showed that preschool attendance positively affects reading and math achievement 
as well as several behavioral outcomes including attention, effort, participation, and 
discipline.  A decline in retention and dropout rates, similar to Barnett and Boocock 
(1998) and Temple and Reynolds (2005), was also found.  The study reported that, by age 
fifteen, children who attended preschool had accumulated 0.79 more years of education 
and were twenty seven percent more likely to be in school as compared to those with no 
preschool education.  Attending preschool beyond one year was found to be negligible in 
this study as the effects for two or three years of preschool showed little impact upon 
attendees, thus further reflecting the importance of the attainment of some sort of early 
preschool intervention. 
 The Effective Provision of Pre-School Education Project by Sylva, Melhuish, 
Sammons, Siraj-Blatchford, and Taggert (2004) was a longitudinal study of preschool 
  37 
 
 
education in England and Wales.  Sylva et al. (2004) found that attending preschool 
improved children’s intellectual development.  Children who did not attend had poorer 
cognitive attainment when they began kindergarten.  Furthermore, it was found that full-
time attendance did not lead to better outcomes for children than part-time attendance. 
 Studies related to the benefits of a child attending pre-kindergarten have 
demonstrated advantages that go well beyond academic achievement.  There are 
numerous long term societal benefits, such as increased lifetime earnings and crime 
reduction, associated with pre-kindergarten attendance.  As a result, studying the 
effectiveness of a pre-kindergarten program is critically important in order for children to 
attain the maximum benefits that may occur as a result of attendance in pre-kindergarten. 
 
Teacher and Parent Perceptions of Pre-Kindergarten Efficacy 
Teacher Perceptions 
 Perceptions are beliefs, filters, or lenses through which experience is screened for 
meaning (McMullen, 1997).   Teachers’ perceptions are typically formed on the basis of 
direct experience, prior inferences made from the direct experiences, or information 
provided by an outside source, such as college courses, professional literature, in-service 
trainings, and colleagues (Palenzuela, 2004).  Cassidy and Lawrence (2000) found the 
majority of teachers describe their beliefs as influenced by personal knowledge rather 
than by theories learned in a formal educational setting. This lack of theory and research 
supported practices may result in teachers adopting new practices in a haphazard manner, 
thus affecting the quality of pre-kindergarten programming.  Palenzuela (2004) found that 
the most effective educators are those whose beliefs and practices are consistent. 
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 The transition to formal schooling from preschool is a landmark event in a child’s 
educational career.  The transition from preschool is important as the early elementary 
years establish the foundation for children’s school success and achievement.  Once 
children reach kindergarten, there is an increased emphasis on formal instruction and skill 
acquisition while the demands for maturity in these young learners have grown (Pianta & 
Cox, 2002).   Gill, Winters, and Friedman (2006) conducted a study with forty-four 
school districts and forty pre-kindergarten programs in Pennsylvania to determine the 
factors of effectiveness in pre-kindergarten to kindergarten transition.  The study showed 
that pre-kindergarten teachers believe academic skills such as counting, naming colors 
and shapes, recognizing the alphabet, and prewriting activities are important factors in the 
transition to formal schooling and necessary for an effective pre-kindergarten program.  
In addition to the academic skills, following directions, cooperating with others, and 
working independently were believed to be important.  However, the pre-kindergarten 
teachers believed academic skills to be more important than social-emotional skills. 
 LaParo, Kraft-Sayre and Pianta (2003) also studied pre-kindergarten transition.  
Parents were interviewed and teachers in both kindergarten and pre-kindergarten were 
surveyed related to their perceptions of transition activity effectiveness.  The researchers 
found that activities linking the pre-kindergarten program to kindergarten were important 
for pre-kindergarten effectiveness.  The pre-kindergarten teachers in this study believed 
that meetings between teachers and the ability for children to visit the kindergarten 
classroom were critical for a successful transition.  In both studies, researchers argue that 
communicating with parents is an important factor for program success.  While noted as 
an important factor, LaParo, Kraft-Sayre, and Pianta (2003) found that the pre-
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kindergarten teachers also identified parental communications as a barrier to pre-
kindergarten success.  Twenty-seven percent of respondents reported an issue with a lack 
of communication between the school district and pre-kindergarten programs.  
Challenges of communicating with parents and a parent’s role in school readiness were 
also noted by nearly half of respondents. 
 An additional perceived factor that influences the effectiveness of pre-
kindergarten programs was identified in a study conducted by Raus (2004).  Raus studied 
pre-kindergarten classrooms in Kentucky. The researcher utilized an open-ended 
questionnaire to attain data on the influence pre-kindergarten program supervisors have 
on the effectiveness of program.  The results indicated that teachers believed the 
supervisor’s support, ability to provide professional development, contact with the 
program, providing of praise, and early childhood knowledge all had a direct impact upon 
their performance and the effectiveness of the pre-kindergarten program.  Additional 
barriers to pre-kindergarten effectiveness were studied by Adcock and Patton (2001).  
Through interviews with ten early childhood educators, high stakes testing and a 
standardized curriculum were identified as constraints impacting their ability to be 
effective in the preschool classroom.   
 
Parent Perceptions 
 Parental perceptions of pre-kindergarten effectiveness have also been studied, but 
do not always align with the same components valued by educators.  
 Basile (1996) conducted a study on Georgia’s state funded pre-kindergarten 
program.  While the qualitative study did not specifically measure academic 
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accomplishments, the study was designed to measure parental perceptions of effective 
components with the program.  A random sample of parents was interviewed from across 
the state.  Basile (1996) discovered that parents believed the most effective aspects of the 
program to be those not related to academic achievement.  On a Likert scale of one to ten, 
with one meaning strongly disagree and ten meaning strongly agree, parents 
overwhelmingly identified social aspects as being the most important.  Of the twelve 
identified components receiving a score of eight or above, only four were related to 
academic achievement.  Of the remaining eight components, learning to play and 
enjoying the program had the highest mean score and were related to the social aspects of 
the program.  Similar to the research of Gill, Winters, and Friedman (2006) and LaParo, 
Kraft-Sayre and Pianta (2003), Basile (1996) reports that parents also believe interaction 
between the home and school is critical to pre-kindergarten success. 
 Hurley and Horn (2010) interviewed ten parents and ten teachers to attain data on 
what parents valued within a pre-kindergarten program.  The participants were selected 
through purposeful sampling based upon their relevance to pre-kindergarten 
programming.  The participants in the study were provided with eighty cards containing 
characteristics of pre-kindergarten programs.  They were asked to sort the cards into piles 
from left to right, with the left most stack being those characteristics that were most 
valued.  After sorting, interviews were conducted with the participants.  The questions 
were related to the most valued and least valued characteristics of the program.  Among 
the parents, the characteristics identified as most valued were related to the social and 
emotional well being of children.  These characteristics included having a caring staff and 
being accommodating to individual needs.  Another characteristic rated highly was 
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collaboration among parents, teachers, administrators, and other professionals.  Hurley 
and Horn (2010) found that parents do not value pre-kindergarten programs that expect 
children to spend the majority of the day in teacher directed activities.  The researchers 
do recognize the limitation to generalizations in the study due to the small sample size. 
 LaParo, Kraft-Sayre and Pianta (2003) interviewed parents to attain their 
perceptions related to pre-kindergarten, specifically transition activities.  The parents 
believed activities linking the pre-kindergarten to the kindergarten, such as visits to the 
classrooms and contact with both teachers, was important for success.  As in studies 
conducted by Gill, Winters, and Friedman (2006) and Basile (1996), communications 
between the home and school were deemed to be important factors for success. 
 
Building Partnerships 
 According to Susan K. Urahn, Managing Director of the Pew Center on the 
States:  
Meaningful family engagement is a vital component of pre-kindergarten quality.  
When pre-k programs involve family members and other caregivers in their 
children’s education, they help build a lifelong partnership that fosters children’s 
school and life success, leads to more effective parenting, and supports higher 
performance in our nation’s schools. (Stark, 2010)   
As the importance of home and school relationships was noted in numerous 
research studies (Gill, Winters & Friedman, 2006; LaParo, Kraft-Sayre & Pianta, 2003; 
and Basile, 1996), it is necessary to recognize the most current research related to home 
and school partnerships.   
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 The National Association for the Education of Young Children (2011) reports that 
building partnerships between home and school is not an easy task.  The reality of 
families today is different from previous generations.  Families struggle to maintain a 
balance between work and home.  These pressures may cause parents to be less involved 
with schools, yet there are demonstrated benefits to parents being involved in their child’s 
education.  Recent studies show that when families are involved in their child’s education 
in positive ways, the children achieve higher grades and test scores, have better 
attendance at school, complete more homework, and demonstrate more positive attitudes 
and behavior.  Griffith (1996) and Ho (1996) support this finding as their research 
reflected higher student test performance among students whose parents were involved 
with the school (as cited in Pelletier & Brent, 2002).  Research also indicates that families 
who receive frequent and positive messages from teachers tend to become more involved 
in their children’s education than parents who do not receive this kind of communication 
(NAEYC, 2011).   
 David Hume (1965) stated, “Beauty is no quality in things themselves: It exists 
merely in the mind which contemplates them; and each mind perceives a different 
beauty.”  For each individual, their perceptions become reality.  It is important to study 
the perceptions of effectiveness for individuals associated with pre-kindergarten 
programming in order to attain their reality of what makes the program effective.  These 
perceptions may have a significant impact upon future pre-kindergarten programming.  
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Conclusion 
 Fielding, Kerr and Rosier (2007) estimated that up to forty percent of children 
enter kindergarten one or more years behind their peers in language and reading readiness 
skills. This data, coupled with the increased performance and accountability measures 
through the No Child Left Behind Act of 2001 has resulted in greater academic pressure 
for students to be prepared for school.  Galinsky (2006) believes that early childhood 
programs will help children to make gains and, conversely, the social costs of a failure to 
intervene will be high (as cited in the Center for Mental Health in Schools at UCLA, 
2006).  
 Studies by the University of California, Berkeley (2005) on academic gains in 
children who attend pre-kindergarten programs have shown an average growth of ten 
percent of a standard deviation in children’s early language and pre-reading skills (as 
cited in the Center for Mental Health in Schools at UCLA, 2006).  The long term benefits 
are greater for high need children for early reading failure, especially those from low-
income homes.  Barnett, Ackerman, and Robin (2006) found that low-income children 
who participated in preschool programs are less likely to repeat a grade or to be placed 
into special education.  Belfield (2004) found that the reduction in special education 
placement as a result of pre-kindergarten attendance ranged from six to forty-eight 
percent.  
 The effectiveness of pre-kindergarten programs is an important factor in 
measuring the benefits of attendance.  In the National Association for the Education of 
Young Children’s (NAEYC) 1995 position statement, the organization stated that school 
readiness is not determined solely by the capabilities of the child.  According to the 
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NAEYC (1995), it is the responsibility of schools to meet the needs of children and 
provide whatever services are necessary to meet the needs of the child.  Dockett and 
Perry (2002) thus believe that educators must reconsider traditional beliefs about the 
school’s role in helping children learn and succeed.  To do this, the effective components 
of pre-kindergarten programs must be evaluated in order to provide a high quality 
program. 
 A review of the literature has identified a gap in the research related to pre-
kindergarten education.  Several studies have addressed the perceptions of educators and 
parents in relation to the effective components of programming.  In addition, research has 
been conducted to address the numerous benefits of children participating in pre-
kindergarten programs.  However, the researcher found no pre-kindergarten studies that 
analyzed the impact of a minimalistic amount of pre-kindergarten intervention, as offered 
by the program in the study.  Studies of pre-kindergarten programs are typically 
completed on universal programs and do not address the impact of programs that meet 
less frequently than universal programs.  The review of literature provides the context for 
this proposed mixed method research study which analyzes the perceptions of teachers 
and parents related to the components of effectiveness in the pre-kindergarten program.  
It also provides the context for analyzing the DIAL-3 Total scores before kindergarten 
entry in an effort to determine the extent of which the pre-kindergarten program has 
positively impacted students’ readiness for school.  The results of this proposed study 
seeks to explore responses to the following sub-questions: What are the differences and 
similarities between parent and teacher perceptions of the effective components of the 
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pre-kindergarten program?  What areas of need are identified in the pre-kindergarten 
program as a result of the analysis of the DIAL-3 Total scores? 
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Chapter 3: Action Oriented Research Methodology 
 
Introduction 
 This research study examined the perceptions of teachers and parents related to 
components of effectiveness for kindergarten transition in an identified pre-kindergarten 
program.  Furthermore, assessment data related to kindergarten readiness among pre-
kindergarten attendees when compared to non-attendees was examined.  A pre-
kindergarten program at a South Central Pennsylvania public elementary school was 
studied to assist those responsible for the program to improve its effectiveness in 
preparing children for kindergarten.  In addition, the program was studied in the hope that 
it may be replicated at other sites as a successful, low cost option to traditional pre-
kindergarten programs.  
 The importance of pre-kindergarten education had been recognized for decades by 
many who work in the field of education (Dockett & Perry, 2002).  This was reflected in 
evidence that shows nearly every state and the District of Columbia offer funding for 
preschools (Center for Mental Health in Schools at UCLA, 2006).  Numerous studies had 
shown that attending a pre-kindergarten program improves the academic, social, and 
emotional ability of attendees.  Many of these studies, however, were conducted on 
universal pre-kindergarten programs or on programs, such as Head Start, that provide 
extensive support to specific groups of students.  A universal pre-kindergarten program is 
one that is available to all families, similar to public education.  These types of programs 
typically involve a significant financial and time investment on the part of school districts 
or governmental agencies.  Control of the content in the pre-kindergarten program is 
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primarily in the hands of those administering the program or providing the funding for it.  
Another type of pre-kindergarten program is a privately run program.  Unlike public 
education, this type of pre-kindergarten program may not be readily available nor is it 
free for participants.  In addition, there is no guarantee that those implementing the 
program will follow a curriculum that is aligned with specific state or national pre-
kindergarten standards.  
 A void had been identified in the research regarding pre-kindergarten experiences 
offered by school districts that fall outside of the realm of the universal program.  A lack 
of research also existed related to less frequent intervention with preschool aged children.  
As a result, the focus of this study was the determination of the components of a public 
school, pre-kindergarten program that teachers and parents feel are effective in preparing 
children for kindergarten.  In addition, the statistically significant differences in school 
readiness between those who had attended the pre-kindergarten program as compared to 
those who did not attend any pre-kindergarten program were measured.  The results of 
the study were utilized by those responsible for implementation of the pre-kindergarten 
program to improve its quality.  Additionally, the results may assist other school districts 
in making decisions regarding the implementation of a pre-kindergarten program similar 
to the one being implemented at the identified school. 
 
Site and Population 
Population Description 
 Purposeful sampling was used to select the participants for the study.  Purposeful 
sampling was used due to the fact that the individuals selected for inclusion were able to 
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provide information that could not be attained as well from other potential participants 
within the setting (Maxwell, 2005).  The population examined in the first stage of the 
study was the teachers who had worked in the pre-kindergarten program and the parents 
of students who currently attend or had previously attended the program.    
 Two teachers were included in the study.  One teacher previously taught the pre-
kindergarten program and the second individual was the current teacher of the program.  
The parents included in the study consisted of two groups.  The first group was the 
parents of students currently enrolled in the pre-kindergarten program and parents of the 
students who attended the pre-kindergarten program in the previous year.  This group 
participated by taking an online questionnaire. The second group consisted of parents 
whose children attended the identified pre-kindergarten program and also sent their 
children to a private pre-kindergarten program.  This group was randomly selected and 
participated in interviews. 
 The second stage of the study included two cohort groups’ kindergarten screening 
data; the data of those who attended only the identified school’s pre-kindergarten 
program and the data of those who did not attend any pre-kindergarten program.  The two 
data groups were determined after the removal of several intervening variables.  The data 
of children who moved from the school during their year of pre-kindergarten eligibility 
and those who attended other pre-kindergarten programs, including early intervention 
services through an intermediate unit, were removed from the experimental and control 
groups of the study.  In addition, the data of children who attended less than one-third of 
the pre-kindergarten sessions were removed from the study.  These data were removed 
due to the fact that a lack of attendance in the program may have impacted the results of 
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the study.  After removing these children’s data, the cohort group data examined was as 
follows: 
 
Table 3 Participants in Study 
Cohorts Number of participants 
  
Cohort 1 – Pre-Kindergarten Attendees  
2007-2008 14 
2008-2009 10 
2009-2010 18 
2010-2011 
2011-2012 
17 
20 
TOTAL 
 
Cohort 2 – No Pre-kindergarten Attendance 
79 
2007-2008 18 
2008-2009 18 
2009-2010 7 
2010-2011 
2011-2012 
TOTAL 
11 
13 
67 
 
 
 
 A confounding variable had been identified in this study.  The researcher 
recognized that the work a parent chooses to do in the home in an effort to prepare a child 
for school may have impacted the results of this study. 
 
Site Description 
 The identified school was located in a rural township of a South Central 
Pennsylvania school district.  There were fifty-six staff members employed at the school 
that provided educational experiences to approximately 360 students.  The percentage of 
low socioeconomic status (SES) students at the school was the highest among the five 
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elementary schools within the school district.  Approximately forty-three percent of the 
students received free or reduced lunch and were thus categorized as low SES.  
 According to recent census data, the number of students eligible to attend 
kindergarten at the school had been decreasing over the past five years.  In previous 
years, the average incoming kindergarten class had approximately seventy students.  The 
average incoming kindergarten classes over the past four years had forty-five to fifty 
students, resulting in three, half-day kindergarten sessions.  All students eligible for 
kindergarten in the following year were invited to attend the pre-kindergarten program 
offerings.  One-half to two-thirds of these students typically attended the pre-kindergarten 
program at the school.  Of these students, approximately one-half of them had no 
previous pre-kindergarten experiences. 
 
Site Access 
 No issues of access were identified within the study.  The parent and teacher data 
attained in the study was kept anonymous.  The student data utilized was reported as non-
identifiable to individual students.  The researcher was employed by the school district of 
the identified school and had received the necessary permissions to fully conduct this 
study.   
 Due to the nature of the location of the study, the researcher was prepared to be 
aware of and guard against issues that may arise in conducting “backyard” research.  
Williams (2009) cautions researchers engaged in “backyard” research about several 
potential pitfalls.  These include: 
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Identity transgressions - Research subjects discussing the research in open forums, thus 
 eliminating anonymity.  
Sequestrated research space – The researcher being blind to some issues or uncovering 
 others. 
Multiple practitioner roles – The researcher may be a friend, colleague, work supervisor, 
 and researcher to each individual in a study. 
Identity and representation – Being aware of the identity of your subjects and concern 
over the impact of the research upon them. 
Confessional space – Learning more about the research subjects than the researcher needs 
to; an airing of ‘dirty laundry.’ 
 An awareness of each of these potential pitfalls in “backyard” research aided the 
researcher in being sensitive to potential issues that may have arisen.  
 
Research Design and Rationale 
 The central purpose of this research study was to use program evaluation to 
examine the efficacy of a pre-kindergarten program located in a South Central 
Pennsylvania elementary school.  Specifically, the study was designed to evaluate the 
components of the pre-kindergarten program that were perceived to be effective in 
preparing children for kindergarten.   A secondary purpose was to examine the 
kindergarten readiness of children who attended the pre-kindergarten program in 
comparison to those who did not attend any pre-kindergarten program.  
 A transformative mixed method design utilizing both qualitative and quantitative 
data analysis was implemented.  Both qualitative and quantitative methods were used to 
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adequately capture the details of pre-kindergarten efficacy.  The study met the criteria of 
Creswell and Plano Clark’s (2011) definition of a transformative mixed method design.   
Creswell and Plano Clark (2011) state that a transformative design includes the following 
criteria:  
 The researcher seeks to address issues of social justice and change 
 The researcher sees the needs of an underrepresented population 
 The researcher has a good working knowledge of the theoretical 
frameworks used to study underrepresented populations 
 The researcher can conduct the study without further marginalizing the 
population of the study 
The qualitative research methods, specifically an ethnographic design, were 
utilized to examine the perceptions of effectiveness within the program.  The 
ethnographic design suited this research study well.  Harris defined an ethnographic 
design as one in which the researcher describes and interprets the shared and learned 
patterns of values, behaviors, beliefs, and language of a culture sharing group (as cited in 
Creswell, 2007). To attain the data, a questionnaire designed to collect perceptions of 
effectiveness among the pre-kindergarten program’s teachers and parents whose children 
attend only the identified pre-kindergarten program was utilized.  Interviews were 
conducted with parents of children who attended both the identified pre-kindergarten 
program and a private pre-kindergarten program in an effort to attain their perceptions of 
efficacy in relation to the identified pre-kindergarten program.   
Quantitative data analyses were utilized in the examination of the mean scores for 
teachers and parents to fully anchored rating scale questions and of the Developmental 
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Indicators for the Assessment of Learning – Third Edition (DIAL-3) measures of 
kindergarten readiness.  The quantitative design in this phase of the research focused on 
the relationship between pre-kindergarten attendance and transition readiness.  
Specifically, the study addressed the following questions in an effort to evaluate the 
effectiveness of the pre-kindergarten program in meeting the transition needs of 
participants: 
 
1. What components of the pre-kindergarten program do teachers perceive as 
effective in supporting the transition needs of young learners? 
2. What components of the pre-kindergarten program do parents perceive as 
effective in supporting the transition needs of young learners? 
3. What are the statistically significant differences in kindergarten readiness, 
among students who attended the pre-kindergarten program when compared to 
those who did not attend any pre-kindergarten program, as measured by the 
DIAL-3 assessment? 
 
 It was the belief of the researcher that studying the perceptions of teachers and 
parents in relation to the pre-kindergarten program’s effectiveness in preparing young 
learners for kindergarten assisted those who supervise the program to make decisions 
related to its implementation.  In addition, the data attained through the questionnaire and 
interviews may assist other pre-kindergarten programs in the evaluation of components 
for success.   Furthermore, the data gathered from the DIAL-3 assessment supplied 
evidence as to the effectiveness of the pre-kindergarten program’s goal of fostering 
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readiness for kindergarten.  Finally, the results from this study may provide school 
district leaders with information regarding fiscally responsible and effective early 
intervention tools in the form of a pre-kindergarten offering.  
 
Research Methods 
 
 
 
Figure 3 Graphic Representation of Research 
 
 
 
 A questionnaire was used to attain information from the teachers associated with 
the program.  A questionnaire and interviews were used to attain information from the 
parents associated with the pre-kindergarten program.  The purpose of the questionnaire 
was to gather data on the perceptions of each individual relative to the components of 
effective practices within the pre-kindergarten program.  The questionnaire was both 
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closed and open ended to allow participants to fully share individual thoughts on the 
program.  The questionnaire was completed by parents whose child attended the 
identified pre-kindergarten program.  Interviews with parents of children who attended 
both the identified pre-kindergarten program and a private pre-kindergarten program also 
occurred.  The purpose of the interviews was identical to that of the groups completing 
the questionnaire: to gather data on the perceptions of each individual relative to the 
components of effective practices within the pre-kindergarten program.  Once the 
questionnaires and interviews were completed, the responses of the participants were 
hand coded by the researcher to attain themes related to the effective components of the 
pre-kindergarten program.  
 In the second stage of the study, following removal of the intervening variables, 
the DIAL-3 data of students who attended the pre-kindergarten program was compared to 
data of students who did not attend this or any other program.  The mean score of the 
DIAL-3 Total (derived scores from the Motor, Concepts, and Language sections of the 
assessment) from each cohort was attained and compared.  An analysis of variance 
(ANOVA) was used to test the null and alternative hypotheses to determine what 
statistically significant differences, if any, existed between those who attended the pre-
kindergarten program and those who did not attend any pre-kindergarten program.  The 
ANOVA determined whether the mean DIAL-3 Total scores were significantly 
statistically different from one another.  The purpose of this stage of the research study 
was to determine the effectiveness of the pre-kindergarten program as an early 
intervention tool for school readiness and academic achievement.  
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 Through examination of the qualitative data, the effective transition components 
of the pre-kindergarten program were attained.  This data aided in the improvement of the 
South Central Pennsylvania’s pre-kindergarten program and provided suggestions for 
improvement in other pre-kindergarten programs located outside of the school district.  
The examination of the quantitative DIAL-3 data aided in an improved understanding of 
the extent to which a minimal amount of school based pre-kindergarten intervention may 
have impacted preschool aged children.  The results of this study may help to provide 
school districts with information regarding financial and time effective interventions for 
helping preschool aged children achieve a higher level of school readiness and 
achievement. 
 
Stages of Data Collection 
 The first stage of the process was the creation of parent and teacher questionnaires 
related to their perceptions of effectiveness with the identified school’s pre-kindergarten 
program.  The interview questions differed from what was asked on the questionnaire, 
but were related to the theme of pre-kindergarten efficacy.  The creation of the 
questionnaire and interview questions as well as the cover letter began in the fall of 2011.  
A pilot study to determine the reliability and validity of the questionnaire occurred in the 
winter of 2012.  Questionnaires were distributed to participants in the winter of 2012.  
Participants to be interviewed were identified during the data collection stage for the 
questionnaires.  Interviews with participants followed the questionnaire completion and 
also occurred in the winter of 2012. 
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 Once completed, the data from the questionnaires and interviews were analyzed 
and hand coded during the winter and spring of 2012.  The DIAL-3 Total data from each 
cohort was collected during the kindergarten registration process in the late winter of 
2012.  The DIAL-3 Total data was also analyzed during this time period.  Major findings 
related to both stages of the research study were identified during the spring of 2012.  
Results of the study were available to interested parties in the summer of 2012.  
 
Description of Methods Used – Stage One 
 Instrument description. 
 A researcher developed questionnaire was used in this study.  The questionnaire 
was developed following the examination of the Early Childhood Environmental Rating 
Scale- Revised (Clifford, R.M., Cryer, D. & Harms, T., 2005).  The Early Childhood 
Environmental Rating Scale – Revised (ECERS-R) is an evaluation tool used to rate the 
effectiveness of early childhood programs.  Following contact with the authors of the 
ECERS-R, the researcher determined that it was best to create an instrument specific to 
the needs of this study. 
The parent questionnaire consisted of ten questions, both closed and open ended 
in nature, and was utilized in the first phase of the study.  Seven of the questions were 
related to pre-kindergarten perceptions of efficacy.  The remaining three questions 
gathered demographic data related to the participants.  Of the seven related to pre-
kindergarten, four closed ended questions used a fully anchored rating scale to attain the 
respondents’ perceptions of efficacy related to the pre-kindergarten program.  A comment 
section accompanied the closed ended responses to allow participants to elaborate upon 
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the selected response.  Three open ended questions followed the closed ended questions.  
The demographic questions were excluded on the teacher questionnaire as participant 
responses would result in the reporting of identifiable information to the researcher.  The 
questionnaire design was intentionally kept brief so as to not overwhelm respondents.   
As the instrument had been deemed reliable and valid through a pilot study 
detailed in Chapter 4, the questionnaire was completed electronically through use of the 
web based Survey Monkey program.  Following the questionnaire stage of the study, 
interviews were conducted.  Interview questions were created following examination of 
the questionnaire data.  The interview questions were designed to attain more detailed 
information related to themes that emerged from the parent questionnaires. 
 Participant selection. 
 Participants in this study were the teachers and parents associated with the 
identified pre-kindergarten program.  Two teachers were included in the study.  One 
teacher previously taught the pre-kindergarten program and the second individual was the 
current teacher of the program.  The parents included in the study consisted of two 
groups.  The first group included the parents of students currently enrolled in the pre-
kindergarten program and parents of the students who attended the pre-kindergarten 
program in the previous year.  There were twenty-four potential respondents from the 
current enrollment group and twenty-three potential respondents from the previous year’s 
group.  The second group consisted of six parents whose children attended the identified 
pre-kindergarten program and also sent their children to a private pre-kindergarten 
program. 
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Identification and invitation. 
 Notification of parents choosing to complete the electronic questionnaire was 
conducted through a direct mailing to all identified, potential subjects.  The mailing 
included all necessary information related to the purpose of the study.  The electronic link 
for the questionnaire was included in the mailing.  Completion of the questionnaire 
indicated participant consent.  To retain anonymity in the event of a hard copy request, 
parent participants were directed to contact the school office.  Employees in the office 
were advised to keep the identity of callers anonymous to the researcher.  No requests for 
a hard copy of the questionnaire were made.  For the teacher participants, individual 
meetings occurred to detail the purpose of the study.  An electronic questionnaire was 
distributed to the teacher participants.  Responses to the teacher version of the 
questionnaire were also kept anonymous.   
 Six interview participants were randomly selected by the researcher from the 
potential interview pool which consisted of twenty parents.  Selection was based upon the 
criteria of having a child enrolled in both the identified pre-kindergarten program and in a 
private pre-kindergarten program.  Each potential member of this group was assigned a 
number.  The six interviewed parents were selected using a random number generator 
attained from Random.org.  Invitation to participate in the interview was attained through 
a telephone call from the researcher.  Participant permission was attained prior to 
conducting the interview.  Interviewee identification and responses were kept 
confidential. 
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 Data collection. 
 Data from the questionnaire was collected electronically from the participants.   
The questionnaire should have taken participants no longer than fifteen minutes to 
complete as was indicated from the pilot study results.  Following questionnaire 
completion, the results of the fully anchored questions were entered into IBM SPSS 19 in 
order to compute the analysis of variance.  Interview data was digitally recorded and 
transcribed by the researcher to ensure the reliability of responses.  Results from the 
electronic version of the questionnaire and interviews were available following 
completion by participants. 
 Data analysis. 
 Data collected electronically was summarized through the use of data tools on the 
Survey Monkey website.  The mean response on the closed ended questions was 
computed by Survey Monkey as a part of the data collection process.  Comments made 
on these questions were categorized based upon the question factor.  An analysis of 
variance (ANOVA) was computed to compare the means of teacher and parent responses 
to determine whether the differences between the means were statistically significant.  
The p value determined from the ANOVA was used to assess whether or not there were 
significant differences in the mean scores between teacher and parent responses for each 
factor.  The ANOVA was computed using IBM SPSS 19 statistical data analysis 
software. 
Open ended questionnaire responses were hand coded based on commonalities of 
responses.  The responses were read multiple times to identify the patterns of response 
that were consistent with the research questions and those that represented conceptually 
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interesting or unique information.  When the coding was completed, the categories were 
analyzed to identify recurring themes and ideas related to the perceived components of 
effectiveness.  Once themes were identified, the researcher compared the results between 
the teachers and parent groups.   
Interview responses were also hand coded based upon commonalities of 
responses.  Interview responses were read multiple times to identify the patterns of 
response.  Upon completion of the coding, themes were identified within participant 
responses and compared to questionnaire data.   
 
Description of Methods Used – Stage Two 
 Instrument description. 
 Achievement and readiness data was gathered using the Developmental Indicators 
for the Assessment of Learning – Third Edition (DIAL-3) assessment.  The DIAL-3 was 
published by the American Guidance Service.  This assessment was an individualized 
screening test designed to identify young children in need of further assistance.  The 
primary use of the DIAL-3 in the South Central Pennsylvania school district was to 
identify young learners not yet ready for kindergarten and in need of further intervention 
prior to beginning kindergarten. 
The DIAL-3 Total score was utilized in this study.  The DIAL-3 Total score was a 
composite of scores derived from the motor, concepts, and language portions of the 
assessment.  The motor section assessed gross and fine motor development.  The concept 
section assessed knowledge of basic concepts, such as counting and colors.  The language 
section assessed the child’s use of expressive and receptive language.  The DIAL-3 Total 
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score was used in the school as the primary indicator of school readiness.  Scores for each 
task in the assessment were summed to obtain a raw score which was then converted to a 
standard, or percentile rank, score.  The DIAL-3 has been found to be valid and reliable 
and meets federal mandates for pre-kindergarten assessments (Pearson Education, 2011).  
This assessment was administered to all incoming kindergarten students in the South 
Central Pennsylvania elementary school during kindergarten screening in the month of 
March.   
 Participant selection. 
 The second stage of the study included data of children who reside within the 
township of the school offering the pre-kindergarten program.  All children in the 
township were invited to attend the pre-kindergarten program in the year prior to their 
eligibility for kindergarten.   As the pre-kindergarten intervention’s conception was in 
2007, only the data of those children who qualified for the program between 2007 and 
2012 were considered for participation in the study.  The two cohort groups’ data was 
identified from students eligible to attend during this stage of the study.  The two cohorts 
included the DIAL-3 data of children who attended only the identified school’s pre-
kindergarten program and the DIAL-3 data of those who attended no pre-kindergarten 
programming. 
 Identification and invitation. 
 The two data groups were determined after the removal of several intervening 
variables.  The data of children who moved from the township during the year of 
eligibility and the data of those who attended other pre-kindergarten programs, including 
early intervention services through the intermediate unit, were removed from the cohorts 
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in the study.  In addition, the data of children who attended less than one-third of the pre-
kindergarten sessions was removed from the study.  These data were removed due to the 
fact that a lack of attendance in the program may impact the results of the study.  After 
removing these children’s data, the cohort group data to be examined was as follows: 
 Pre-kindergarten Cohort 2007-2011: 79 students 
 No Pre-kindergarten Cohort 2007-2011: 67 students 
Students did not directly participate in this research; only the DIAL-3 data was 
examined.  The researcher was the only individual with access to the data in the study.  
Individual student names were kept anonymous during all phases of the study. 
 Data collection. 
 The DIAL-3 data was readily available to the researcher through the utilization of 
an electronic data collection warehouse used in the school district of the pre-kindergarten 
program.  This data was routinely gathered each year during kindergarten registration.  
Every child, regardless of participation in a pre-kindergarten program, was assessed using 
the DIAL-3.  Administration of the DIAL-3 took approximately 30 minutes per child, 
depending upon the ease with which the child responded to the tasks.  This data was 
saved in an Excel spreadsheet and uploaded to the electronic data system in the district.  
As a result, the researcher had access to all necessary DIAL-3 data.  
 Data analysis. 
 The DIAL-3 Total scores for each cohort were extracted from the data warehouse 
and entered into an IBM SPSS 19.  The measure of central tendency to be used was 
mean.  The mean DIAL-3 Total score for each cohort was computed using IBM SPSS 19.  
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An analysis of variance (ANOVA) was computed to compare the means of each cohort 
and determine whether the differences between the means were statistically significant. 
The independent variable in the analysis was the participation in pre-kindergarten.  
The dependent variable was the DIAL-3 Total score.  The p value determined from the 
ANOVA was used to assess whether or not there were statistically significant differences 
in the mean scores of the two cohorts of students.  The ANOVA was computed using 
IBM SPSS 19 statistical data analysis software.  This information was used in an effort to 
reject or accept the null or alternative hypotheses and determine the differences, if any, 
between cohorts. 
 
Ethical Considerations 
 This study included human subjects in the research.  Although no human subjects 
were individually identifiable at any time throughout the study, Institutional Review 
Board (IRB) evaluation was necessary.  The status of an exempt review from the IRB 
was assigned to this research project.  This research project qualified as exempt from the 
provisions stated in Title 45, Part 46, Subpart A, the Common Rule (United States 
Department of Health and Human Services, 2009).  The research project criteria fell 
under the following exempt categories listed in federal regulations: 
1.  Research conducted in established or commonly accepted educational 
 settings, involving normal educational practices, such as  
 a. Research on regular and special education instructional strategies.  
 b. Or research on the effectiveness or the comparison among instructional 
 techniques, curricula, or classroom management methods.  
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2. Research involving the use of educational tests (cognitive, diagnostic, 
 aptitude, achievement), survey procedures, interview procedures or 
 observation of public behavior, unless:  
a. Information obtained is recorded in such a manner that human subjects 
can be identified, directly or through identifiers linked to the subjects.  
b. AND any disclosure of the human subjects' responses outside the 
research could reasonably place the subjects at risk of criminal or civil 
liability or be damaging to the subjects' financial standing, employability, 
or reputation.  
  At no time did the researcher utilize identifiable information of the teacher, 
parent, or student participants in the study.  All data was reported anonymously.  Any 
identifiable data was kept confidential by the researcher.  Special considerations were 
provided to teachers and parents that allowed the researcher access.  As the research 
project aimed to determine the perceptions of teachers and parents related to the 
effectiveness of the school’s pre-kindergarten program, there may have been a perceived 
risk for teachers and parents in these groups.  The potential risk for the teachers and/or 
parents in providing negative feedback may have led to a fear of retribution as the 
researcher is also the administrator of the program.  The researcher limited this risk 
through reassurance of the anonymity of response to the participants and reflections upon 
the cautions detailed by Williams (2009).  
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Chapter 4: Findings and Results 
 
Introduction 
 Literature in the field of physiology produced evidence that the human brain 
develops rapidly from the ages of two to four.  The types of stimulations a child 
experiences during this time period are critical to the development of cognitive, social, 
and motor skills (Heckman & Raut, 2009).  Due to the critical nature of this period of 
time in the life of a child, attention must be given to education before kindergarten begins 
as the transition to formal schooling is one of the most significant changes a child will 
experience (Harvard Family Research Project, 2004).  Furthermore, research on the 
benefits associated with pre-kindergarten education as an early intervention indicated that 
children who participate in pre-kindergarten experiences have an advantage over peers 
who do not participate in pre-kindergarten (Meunnig, Schweinhart, Montie, & Neidell, 
2009).   
In light of budgetary concerns and the increased accountability facing school 
districts around the nation, allocation of assets to best meet student needs is of critical 
importance to reach the goal of increased student achievement.  Pre-kindergarten 
education is an intervention being utilized in a South Central Pennsylvania elementary 
school that is attempting to raise student achievement.  The pre-kindergarten program, 
however, is minimalistic and meets only one time each month.  Teachers and parents of 
the school included in the study had expressed concern about the lack of an inclusive and 
effective pre-kindergarten program within the public school setting as a critical 
intervention to ensuring successful transition to kindergarten and assisting in the potential 
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academic success of participants.  Concerns also existed as to whether or not the minimal 
frequency of meetings was enough to have an impact upon school readiness.  This study 
addressed the problem of creating public school pre-kindergarten opportunities that 
effectively assist children in the transition to kindergarten in a South Central 
Pennsylvania public elementary school. 
The purpose of this research study was to examine the components of a South 
Central Pennsylvania pre-kindergarten program and the perceptions of teachers and 
parents about the efficacy of providing a minimal amount of pre-kindergarten experience 
to improve the readiness of students as they prepared to transition to kindergarten.  There 
were two stages to the study.  The first stage of the study included teachers and parents.  
Teachers and parents participated in an online questionnaire.  A second parent group 
participated in interviews.  Two teachers were included in the study.  One teacher 
previously taught the pre-kindergarten program and the other was the current teacher of 
the pre-kindergarten program.  Parents eligible to participate in the online questionnaire 
consisted of those with children currently enrolled in the pre-kindergarten program and 
those with children who were enrolled in the pre-kindergarten program during the 
previous year.  Parents eligible to participate in the interviews consisted of those with 
children currently enrolled or previously enrolled in the pre-kindergarten program and 
had also enrolled their child in a private pre-kindergarten program.  The second stage of 
the study included student DIAL-3 data.  Two cohort groups were identified from the 
data: those who attended only the identified school’s pre-kindergarten program and those 
who attended no pre-kindergarten program.   
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This chapter consists of two major sections, findings and results.  The first 
section, findings or descriptive statistics, presents means, frequencies, standard deviation, 
and narrative data.  The second section, results or inferential statistics, presents the results 
of testing the hypotheses related to factors of efficacy in pre-kindergarten programming. 
 Within the first section, a questionnaire instrument consisting of ten items was 
used to collect qualitative data from teachers and parents associated with the South 
Central Pennsylvania public school pre-kindergarten program.  Two items were 
employed to collect data measuring nine factors associated with quality pre-kindergarten 
programs.  The nine factors measured were verbal expression, activities, interactions, 
program structure, language, pre-academic skills, social skills, motor skills and self-care 
skills.  Two other items were employed to collect data to measure levels of satisfaction 
associated with the pre-kindergarten program.  The factors measured were overall 
satisfaction with the pre-kindergarten program and satisfaction with how well the pre-
kindergarten program helped to prepare children for kindergarten.  To collect data on 
these items, the instrument used a fully anchored rating scale with 1 indicating very 
dissatisfied, 2 indicating dissatisfied, 3 indicating neither dissatisfied or satisfied, 4 
indicating satisfied, and 5 indicating very satisfied.  Three open ended items were 
included to attain teacher and parent perceptions related to the benefits of the program 
and how it prepared children for kindergarten.  Participant responses to open ended 
questions on the questionnaire instrument were hand coded to identify themes within 
responses.  The final three items collected demographic information from parent 
participants.  Two teachers and twenty-nine parents participated in the questionnaire. 
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Interviews with parents who had enrolled their child in both the identified pre-
kindergarten program and a private pre-kindergarten program also occurred.  The 
interviews consisted of seven questions directly related to parent perceptions of program 
efficacy in preparing children to attend kindergarten.  Transcription of interview 
responses was done by the researcher.  The transcriptions were hand coded to identify 
themes within responses.  Six parents participated in the interviews.   
Existing data saved by the identified school district in a database was used to 
collect quantitative data.  The quantitative data consisted of the DIAL-3 data of children 
who attended only the identified pre-kindergarten program and the DIAL-3 data of 
children who did not attend any pre-kindergarten program.  The DIAL-3 was published 
by the American Guidance Service.  This assessment was an individualized screening test 
designed to identify young children in need of further assistance.  The primary use of the 
DIAL-3 in the South Central Pennsylvania school district was to identify young learners 
not yet ready for kindergarten and in need of further intervention prior to beginning 
kindergarten. 
In the second section, the inferential statistics present the results to test the null 
and alternative hypotheses and determine the differences, if any, between teacher and 
parent perceptions in relation to the factors of the pre-kindergarten program.  In addition, 
the inferential statistics tested the null and alternative hypotheses related to DIAL-3 data 
and determined the differences, if any, between student cohort data.  One way analysis of 
variance (ANOVA) tests were used to determine if there were statistically significant 
differences in the mean responses of teacher and parent participants as well as the mean 
DIAL-3 scores of each cohort.   
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The measure of central tendency reported was the mean.  The mean response to 
each factor in the fully anchored rating scale questions on the questionnaire instrument 
was computed by the Survey Monkey data tools.  The ANOVA to compare means was 
computed using IBM SPSS 19.  The p value determined from the ANOVA was used to 
assess whether or not there were statistically significant differences in the mean scores of 
teachers and parents.  The mean DIAL-3 Total score for each cohort was computed using 
IBM SPSS 19.  The ANOVA to compare mean DIAL-3 Total scores was computed using 
IBM SPSS 19.  The p value determined from the ANOVA was used to assess whether or 
not there were statistically significant differences in the mean scores of each cohort. 
 
Findings – Descriptive Statistics 
 Teacher questionnaires. 
 The teacher questionnaire was distributed to two teachers: one who currently 
teaches the pre-kindergarten program and another who previously taught the pre-
kindergarten program.  There were seven questions on the teacher questionnaire.  The 
first question had four subsections to which participants were asked to respond.  The 
prompt was, “In Section One, you will be asked to rate your satisfaction level related to 
how the pre-kindergarten program met or did not meet your expectations and the progress 
made by your students.  Please rate the following items based on how they did or did not 
meet your expectations.”  Two participants responded to each of the questions.  The 
findings for the four subsections of question one are found in Table 4. 
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Table 4 Question 1 Teacher Data 
 
Factor Name 
and Description 
N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
a. Verbal 
Expression - 
(Examples 
include talking 
about books and 
pictures, 
encouraging 
children to 
communicate 
with one 
another, using 
language to 
express 
thoughts and 
opinions) 
 
2 5.00 0.0 0.0 0.0 0.0 0.0 100.0 
b. Activities - 
(Examples 
include learning 
letters, writing, 
fine motor, 
math/number 
sense, art, 
music/movemen
t, play, 
nature/science) 
 
2 4.50 0.7071 
 
0.0 0.0 0.0 50.0 50.0 
c. Interaction - 
(Examples 
include 
supervision of 
children, 
discipline, staff-
child 
interactions, 
interactions 
among children 
 
2 5.00 0.0 0.0 0.0 0.0 0.0 100.0 
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Factor Name 
and Description 
N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
d. Program 
Structure - 
(Examples 
include 
schedule, free 
play, group 
time, 
transportation, 
provisions for 
children with 
disabilities) 
2 4.50 0.7071 
 
0.0 0.0 0.0 50.0 50.0 
 
 
 
In response to the first subsection about the satisfaction level of how the pre-
kindergarten program met or did not meet expectations related to verbal expressions, 
100% reported being very satisfied, 0.0% or none reported being satisfied, 0.0% or none 
reported being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, 
and 0.0% or none reported being very dissatisfied. 
In response to the second subsection about the satisfaction level of how the pre-
kindergarten program met or did not meet expectations related to activities, 50.0% 
reported being very satisfied, 50.0% reported being satisfied, 0.0% or none reported 
being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% 
or none reported being very dissatisfied. 
In response to the third subsection about the satisfaction level of how the pre-
kindergarten program met or did not meet expectations related to interactions, 100% 
reported being very satisfied, 0.0% or none reported being satisfied, 0.0% or none 
reported being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, 
and 0.0% or none reported being very dissatisfied. 
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In response to the fourth subsection about the satisfaction level of how the pre-
kindergarten program met or did not meet expectations related to the program structure, 
50.0% reported being very satisfied, 50.0% reported being satisfied, 0.0% or none 
reported being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, 
and 0.0% or none reported being very dissatisfied. 
One teacher respondent (Teacher A) commented on this question.  She stated her 
belief that pre-kindergarten is “a wonderful program that helps students better prepare for 
kindergarten.”  A concern was also noted by this teacher.  She shared that, “It would be 
nice if they could attend more often.” 
The second question had five subsections to which participants were asked to 
respond.  The prompt was, “Select the category that best describes your level of 
satisfaction with the progress your students made after attending the pre-kindergarten 
program.”  All participants responded to each of the questions.  The findings for the five 
subsections of question two are found in Table 5. 
 
 
Table 5 Question 2 Teacher Data 
Factor Name and 
Description 
N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
a. Language 
(using and 
understanding 
speech) 
 
2 3.50 0.7071 
 
0.0 0.0 50.0 50.0 0.0 
b. Pre-academic 
(recognizing 
letters of the 
alphabet, 
numbers, name, 
etc.) 
 
2 3.00 1.4142 
 
0.0 50.0 0.0 50.0 0.0 
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Factor Name and 
Description 
N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
c. Social (getting 
along with 
children and 
adults) 
 
2 4.50 0.7071 
 
0.0 0.0 0.0 50.0 50.0 
d. Motor 
(activities include 
jumping, running, 
cutting, using a 
pencil, etc.) 
 
2 3.00 1.4142 
 
0.0 50.0 0.0 50.0 0.0 
e. Self care 
(taking care of 
own 
needs/independent 
skills) 
2 4.50 0.7071 
 
0.0 0.0 0.0 50.0 50.0 
 
 
 
In response to the first subsection about the satisfaction level of progress made by 
students after attending the prekindergarten program in relation to language skills, 0.0% 
or none reported being very satisfied, 50.0% reported being satisfied, 50.0% reported 
being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% 
or none reported being very dissatisfied. 
In response to the second subsection about the satisfaction level of progress made 
by students after attending the prekindergarten program in relation to pre-academic skills, 
0.0% or none reported being very satisfied, 50.0% reported being satisfied, 0.0% or none 
reported being neither dissatisfied or satisfied, 50.0% reported being dissatisfied, and 
0.0% or none reported being very dissatisfied. 
In response to the third subsection about the satisfaction level of progress made 
by students after attending the prekindergarten program in relation to social skills, 50.0% 
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reported being very satisfied, 50.0% reported being satisfied, 0.0% or none reported 
being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% 
or none reported being very dissatisfied. 
In response to the fourth subsection about the satisfaction level of progress made 
by students after attending the prekindergarten program in relation to motor skills, 0.0% 
or none reported being very satisfied, 50.0% reported being satisfied, 0.0% or none 
reported being neither dissatisfied or satisfied, 50.0% reported being dissatisfied, and 
0.0% or none reported being very dissatisfied. 
In response to the fifth subsection about the satisfaction level of progress made by 
students after attending the prekindergarten program in relation to self care skills, 50.0% 
reported being very satisfied, 50.0% reported being satisfied, 0.0% or none reported 
being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% 
or none reported being very dissatisfied. 
One teacher respondent (Teacher B) commented on question two.  She stated, 
“Due to the limited time with children, 3 hours per month, there is not enough time to 
focus on and progress monitor pre-academic and motor skills. They are all introduced to 
students but I do not see noted progress in the academic areas. I do see significant 
progress in the areas of social/behavior skills and ability to follow rules/routine. I also see 
improvements in the area of self help skills, such as using the bathroom independently.” 
The prompt for the third question was, “Select the choice that best describes your 
level of satisfaction with the pre-kindergarten program.”  All participants responded to 
the question.  The findings for question three are found in Table 6. 
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Table 6 Teacher Satisfaction with Pre-kindergarten Programming 
 N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
...with the 
pre-
kindergarten 
program. 
2 4.00 0.0 0.0 0.0 0.0 100.0 0.0 
 
 
 
In response to the question about the overall satisfaction level with the pre-
kindergarten program, 0.0% or none reported being very satisfied, 100.0% reported being 
satisfied, 0.0% or none reported being neither dissatisfied or satisfied, 0.0% or none 
reported being dissatisfied, and 0.0% or none reported being very dissatisfied. 
The prompt for the fourth question was, “Select the choice that best describes 
your level of satisfaction with how well the pre-kindergarten program has helped to 
prepare your students for kindergarten.”  All participants responded to the question.  The 
findings for question four are found in Table 7. 
 
 
Table 7 Teacher Satisfaction with Pre-kindergarten Preparation for Kindergarten 
Factor Name 
and 
Description 
N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
...with how 
well the pre-
kindergarten 
program has 
helped to 
prepare your 
students for 
kindergarten. 
2 4.00 0.0 0.0 0.0 0.0 100.0 0.0 
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In response to the question about the satisfaction level with the pre-kindergarten 
preparing students for kindergarten, 0.0% or none reported being very satisfied, 100.0% 
reported being satisfied, 0.0% or none reported being neither dissatisfied or satisfied, 
0.0% or none reported being dissatisfied, and 0.0% or none reported being very 
dissatisfied. 
Teacher open ended responses. 
The questionnaire also contained three open ended items related to participants’ 
expectations for the pre-kindergarten program and the benefits achieved through their 
students’ participation in the program.  All participants responded to each of the 
questions.  The first open ended question was, “What were your expectations for the pre-
kindergarten program prior to your students attending?”  The responses varied by 
participant.  One teacher (Teacher A) indicated that she had expected her students to 
attain a variety of academic skills, specifically those related to programs and curriculum 
used in the kindergarten classrooms.  Teacher A also stated that she expected to build 
positive relationships with the parents of students in the program.  The other teacher 
respondent (Teacher B) focused her responses more on students becoming comfortable 
with the routines of school, such as walking in line, playing with others and following 
directions.  
On the second open ended question, participants were asked to identify what they 
believed the most important benefit their students attained through participation in the 
pre-kindergarten program.  The question was, “If you were to select the most important 
benefit your students attained from attending the pre-kindergarten program, what would 
you choose?”  In responding to this prompt, both teachers indicated that the comfort level 
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of the students in the school environment was the most important benefit of the program.  
Teacher A specifically mentioned awareness of academics and expectations in her 
response while Teacher B mentioned school routines and rules. 
The final open ended question asked participants to indicate how the pre-
kindergarten program had prepared their students to attend kindergarten.  The question 
was, “How would you describe the ways the pre-kindergarten program has prepared your 
students for kindergarten?”  When responding to this question, Teacher A did not 
mention academic readiness, but focused solely on social aspects of school and the 
comfort level of the students.  She stated, “Students feel better prepared to start K 
because they already have friends that they will be seeing when they start K. They also 
know how to ride the bus, K staff and they know the school building.”  Teacher B also 
focused on the comfort level of the students and stressed students’ comfort level and 
familiarity with the building, staff and bus ride.  
Parent questionnaires. 
The parent questionnaire was distributed to forty-seven parents.  The potential 
respondents were parents of students who had children in the pre-kindergarten program in 
the current school year or the previous school year.  61.7% or twenty-nine parents 
participated in the questionnaire.  There were seven questions related to factors of 
efficacy within pre-kindergarten programming on the parent questionnaire.  The parent 
questionnaire also contained three questions related to the demographics of participants.  
The first question related to demographics asked respondents about their age.  93% or 
twenty-seven parents responded to this question.  This data is reflected in Table 8. 
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Table 8 Age Range of Parent Respondents 
Range of Age N Percent 
Under 20 0 0.0 
21-30 5 18.5 
31-40 9 33.3 
41-50 13 48.1 
51+ 0 0.0 
 
 
 
In response to the question about the age range of participants, 0.0% or none 
reported being under 20 years old, 18.5% reported being between 21-30 years old, 33.3% 
reported being between 31-40 years old, 48.1% reported being between 41-50 years old, 
and 0.0% or none reported being over 51 years old. 
The second demographic question asked respondents to indicate their sex.  93% 
or twenty-seven parents responded to this question.  The data is reflected in Table 9. 
 
 
Table 9 Sex of Parent Respondents 
Sex N Percent 
Male 3 11.1 
Female 24 88.9 
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In response to the question about the sex of participants, 88.9% reported being 
female and 11.1% reported being male. 
The final demographic question asked respondents to indicate whether the child in 
the pre-kindergarten program was their first child in the public school system or if they 
have had other children in the public school system.  93% or twenty-seven parents 
responded to this question.  The data is reflected in Table 10. 
 
 
Table 10 Children in the Public School System 
 N Percent 
This is my first child in the 
public school system. 
 8 29.6 
I have had other children in the 
public school system. 
 19 70.4 
 
 
 
In response to the question about whether or not the child in the pre-kindergarten 
program was a parent’s first in the public school system, 70.4% reported that they have 
had other children in the public school system and 29.6% reported that it was their first 
child in the public school system. 
The first question specific to parental perceptions related to the pre-kindergarten 
program consisted of four subsections to which participants were asked to respond.  The 
prompt was, “In Section One, you will be asked to rate your satisfaction level related to 
how the pre-kindergarten program met or did not meet your expectations and the progress 
made by your child. Please rate the following items based on how they did or did not 
meet your expectations.”  Twenty-nine participants responded to each of the questions.  
The findings for the four subsections of question one are found in Table 11. 
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Table 11 Question 1 Parent Data 
Factor Name and 
Description 
N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
a. Verbal 
Expression - 
(Examples 
include talking 
about books and 
pictures, 
encouraging 
children to 
communicate 
with one another, 
using language to 
express thoughts 
and opinions) 
 
29 4.79 0.4122 
 
0.0 0.0 0.0 20.7 79.3 
b. Activities - 
(Examples 
include learning 
letters, writing, 
fine motor, 
math/number 
sense, art, 
music/movement, 
play, 
nature/science) 
 
29 4.69 0.4708 
 
0.0 0.0 0.0 31.0 69.0 
c. Interaction - 
(Examples 
include 
supervision of 
children, 
discipline, staff-
child 
interactions, 
interactions 
among children 
 
29 4.79 0.4122 
 
0.0 0.0 0.0 20.7 79.3 
d. Program 
Structure - 
(Examples 
include schedule, 
free play, group 
time, 
transportation, 
provisions for 
children with 
disabilities) 
29 4.72 0.5914 
 
0.0 0.0 6.9 13.8 79.3 
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In response to the first subsection about the satisfaction level of how the pre-
kindergarten program met or did not meet expectations related to verbal expressions, 
79.3% reported being very satisfied, 20.7% reported being satisfied, 0.0% or none 
reported being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, 
and 0.0% or none reported being very dissatisfied. 
In response to the second subsection about the satisfaction level of how the pre-
kindergarten program met or did not meet expectations related to activities, 69.0% 
reported being very satisfied, 31.0% reported being satisfied, 0.0% or none reported 
being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% 
or none reported being very dissatisfied. 
In response to the third subsection about the satisfaction level of how the pre-
kindergarten program met or did not meet expectations related to interactions, 79.3% 
reported being very satisfied, 20.7% reported being satisfied, 0.0% or none reported 
being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% 
or none reported being very dissatisfied. 
In response to the fourth subsection about the satisfaction level of how the pre-
kindergarten program met or did not meet expectations related to the program structure, 
79.3% reported being very satisfied, 13.8% reported being satisfied, 6.9% reported being 
neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% or 
none reported being very dissatisfied. 
Seven parent participants shared comments related to question one.  Three of the 
seven respondents commented that the pre-kindergarten program should be offered more 
frequently than one time each month.  Five of the respondents indicated that they 
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expected their child to become more comfortable and familiar with the school 
environment.  Specific areas that were mentioned included transportation, meeting the 
teachers, being around other children, and learning the layout of the school.  One 
respondent did make note that the format of the program made it accessible to her.  This 
parent noted that private preschool was not affordable so the program was “a good 
learning experience.” 
The second question had five subsections to which participants were asked to 
respond.  The prompt was, “Select the category that best describes your level of 
satisfaction with the progress your child made after attending the pre-kindergarten 
program.”  Twenty-eight participants responded to each of the questions.  The findings 
for the five subsections of question two are found in Table 12. 
 
 
Table 12 Question 2 Parent Data 
Factor Name 
and 
Description 
N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
a. Language 
(using and 
understanding 
speech) 
 
28 4.57 0.5727 
 
0.0 0.0 3.6 35.7 60.7 
b. Pre-
academic 
(recognizing 
letters of the 
alphabet, 
numbers, 
name, etc.) 
 
28 4.68 0.4755 
 
0.0 0.0 0.0 32.1 67.9 
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In response to the first subsection about the satisfaction level of progress made by 
children after attending the prekindergarten program in relation to language skills, 60.7%  
reported being very satisfied, 35.7% reported being satisfied, 3.6% reported being neither 
dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% or none 
reported being very dissatisfied. 
In response to the second subsection about the satisfaction level of progress made 
by children after attending the prekindergarten program in relation to pre-academic skills, 
67.9% reported being very satisfied, 32.1% reported being satisfied, 0.0% or none 
reported being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, 
and 0.0% or none reported being very dissatisfied. 
In response to the third subsection about the satisfaction level of progress made 
by children after attending the prekindergarten program in relation to social skills, 82.1% 
Factor Name 
and Description 
N Mean SD % Very 
Dissatisfied 
(1) 
% Dissatisfied 
(2) 
% Neither 
Dissatisfied or 
Satisfied (3) 
% Satisfied 
(4) 
% Very 
Satisfied 
(5) 
c. Social 
(getting along 
with children 
and adults) 
 
28 4.82 0.3900 
 
0.0 0.0 0.0 17.9 82.1 
d. Motor 
(activities 
include 
jumping, 
running, 
cutting, using 
a pencil, etc.) 
 
28 4.64 0.5587 
 
0.0 0.0 3.6 28.6 67.9 
e. Self care 
(taking care of 
own needs/ 
independent 
skills) 
28 4.57 0.5727 
 
0.0 0.0 3.6 35.7 60.7 
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reported being very satisfied, 17.9% reported being satisfied, 0.0% or none reported 
being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% 
or none reported being very dissatisfied. 
In response to the fourth subsection about the satisfaction level of progress made 
by children after attending the prekindergarten program in relation to motor skills, 67.9% 
reported being very satisfied, 28.6% reported being satisfied, 3.6% reported being neither 
dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% or none 
reported being very dissatisfied. 
In response to the fifth subsection about the satisfaction level of progress made by 
children after attending the prekindergarten program in relation to self care skills, 60.7% 
reported being very satisfied, 35.7% reported being satisfied, 3.6% or none reported 
being neither dissatisfied or satisfied, 0.0% or none reported being dissatisfied, and 0.0% 
or none reported being very dissatisfied. 
Two parent participants shared comments related to question two.  One parent 
commented that the question subsections were, “difficult to answer as my child was able 
to do most of that prior to the program.”  The other stated, “I love this program! I wish 
my older children could have had this opportunity.” 
The prompt for the third question was, “Select the choice that best describes your 
level of satisfaction with the pre-kindergarten program.”  Twenty-eight participants 
responded to the question.  The findings for question three are found in Table 13. 
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Table 13 Parent Satisfaction with Pre-kindergarten Programming 
Factor Name N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
...with the 
pre-
kindergarten 
program. 
28 4.93 0.262265 
 
0.0 0.0 0.0 7.1 92.9 
 
 
 
In response to the question about the overall satisfaction level with the pre-
kindergarten program, 92.9% reported being very satisfied, 7.1% reported being satisfied, 
0.0% or none reported being neither dissatisfied or satisfied, 0.0% or none reported being 
dissatisfied, and 0.0% or none reported being very dissatisfied. 
Six parents provided comments related to question three.  One parent noted that 
the frequency of the program was a concern.  This parent indicated that, “It would be nice 
if it could have been more than once a month.”  The remaining parent respondents all 
indicated a high level of satisfaction with the program.  The comments included 
satisfaction with the transportation, comfort level of the students, and overall school 
readiness.  One parent comment called the program “priceless” when they stated, “I can't 
express enough how important I feel the program is and the extent to which it was 
beneficial for my child even given she knew most of the material being covered, all the 
other key things prepared her beyond anything I could have done OR any other preK 
program. Being in the environment, with teachers and kids and specials that would be 
similar or even the same as what she'd have the next year in K was priceless.” 
The prompt for the fourth question was, “Select the choice that best describes 
your level of satisfaction with how well the pre-kindergarten program has helped to 
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prepare your child for kindergarten.”  Twenty-eight participants responded to the 
question.  The findings for question four are found in Table 14. 
 
 
Table 14 Parent Satisfaction with Pre-kindergarten Preparation for Kindergarten 
Factor Name N Mean SD % Very 
Dissatisfied 
(1) 
% 
Dissatisfied 
(2) 
% Neither 
Dissatisfied 
or Satisfied 
(3) 
% 
Satisfied 
(4) 
% Very 
Satisfied 
(5) 
...with how 
well the pre-
kindergarten 
program has 
helped to 
prepare your 
child for 
kindergarten. 
28 4.86 0.356348 
 
0.0 0.0 0.0 14.3 85.7 
 
 
 
In response to the question about the satisfaction level with the pre-kindergarten 
preparing students for kindergarten, 85.7% reported being very satisfied, 14.3% reported 
being satisfied, 0.0% or none reported being neither dissatisfied or satisfied, 0.0% or 
none reported being dissatisfied, and 0.0% or none reported being very dissatisfied. 
Twelve parents provided comments related to question four.  Dissatisfaction with 
the program’s frequency was noted by three parents.  One parent indicated that the 
program does not properly prepare children for kindergarten due to the frequency.  This 
respondent stated, “I think my child would have benefited more if the pre-k program was 
more than one day a month.  I was thrilled that the program was offered to him but wish 
he could have had more exposure to better prepare him for kindergarten.”   
Eight parents commented on their level of satisfaction, providing specific 
examples of areas where they were satisfied with the program.  The positive aspects that 
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were noted were all related to school readiness.  One parent commented that, “It helped 
with the confidence level because she knew what to expect.  It gave a sneak peek for 
parents also to know what they will be learning so we could target these specific areas to 
prepare them even more for the first day of school. This program is extremely 
beneficial.”  Another parent commented that the program was motivating to assist in 
helping their child at home.  That parent shared, “Loved that my child was able to ride 
the school bus, meet the teachers, get familiar with the school and normal activities in a 
day at school.  My child adapted well to everything and I don't think there will be any 
issues when the school year starts.  I will also be more comfortable "letting him go".  Due 
to the program, in addition to 3 times/wk pre-school we are working daily on writing 
letters, name, address, phone number, sounding out letters more, etc. Things I thought 
pre-school was teaching, but really wasn't putting enough emphasis on.”  Other parents 
commented that the program, “… helped with the confidence level because she knew 
what to expect” and “children were able to meet and interact with the kindergarten 
students and teachers.” 
Parent open ended responses. 
The questionnaire also contained three open ended items related to parent 
participants’ expectations for the pre-kindergarten program and the benefits achieved 
through their child’s participation in the program.  Twenty-six participants responded to 
each of the questions.  The first open ended question was, “What were your expectations 
for the pre-kindergarten program prior to your child attending?”  The responses varied by 
participant across four main categories identified through data analysis: academic 
expectations, social expectations, mixed response, and other.  Mixed response indicates 
  89 
 
 
that the parent mentioned more than one expectation which fit into multiple categories.  
All categories and the frequency of response are shown in Table 15. 
 
Table 15 Open Ended Question 1 
Category Frequency 
Academic Expectations 
 
2 
Social Expectations 17 
Mixed Response 5 
Other 2 
 
 
 
65.3% or seventeen of parent respondents indicated that they held expectations for 
their child to learn social skills.  Of these seventeen parents, thirteen of them specifically 
mentioned expectations related to becoming comfortable or familiar with the school 
environment and school staff.  Parent comments related to expectations of learning social 
skills included, “become better acquainted with real school expectations and become 
comfortable with going to school” and “…feel comfortable in the Elementary school and 
feel comfortable with the kindergarten teachers.”  19% or five parent respondents 
indicated a mixed response to their expectations.  These respondents named both 
academic and social skill expectations in their response.  7.6% or two parent respondents 
indicated that they held expectations for their child learning academic skills prior to 
participation in the pre-kindergarten program.  One parent indicated a desire to have their 
child “learn the alphabet” while the other stated their expectation was “learning academic 
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skills.”  7.6% or two parent respondents held expectations that fell into the category of 
‘other.’  One respondent indicated an expectation of “additional support to her regular 
preschool program.”  The other respondent discussed the amount of work that was put 
into the program.  The parent stated, “My expectations were exceeded in the amount of 
work the teachers and principal put into this program.  I thought it was going to be more 
of a social play time, but I can see from the things my child has brought home just how 
much work was put into this wonderful experience.” 
The second open ended question was, “If you were to select the most important 
benefit your child attained from attending the pre-kindergarten program, what would you 
choose?”  The responses varied by participant across five categories: academic skills, 
social skills, communication, mixed response, and other.  The social skills category 
included being comfortable in the school environment, familiarity with the school, 
making friends, and getting to know the school staff.  Mixed responses included both 
academic skills and social skills.  All categories and the frequency of response are shown 
in Table 16. 
 
Table16 Open Ended Question 2 
Category Frequency 
Academic Expectations 4 
Social Expectations 17 
Mixed Response 2 
Communications 1 
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Category Frequency 
Other 2 
  
 
 
65.3% or seventeen parent respondents named social skills as the most important 
benefit their child attained from attending the pre-kindergarten program.  The comfort 
level of children in the school was mentioned frequently.  One parent respondent stated, 
“I think he will be "comfortable"; not afraid of the big new school, new teachers, new 
faces, new schedule, big adventures. He is now looking forward to starting kindergarten.”  
Another said an important benefit was the “decreased anxiety when actually starting 
kindergarten because of the familiarity with the teachers and the atmosphere.”  15.3% or 
four parent respondents named academic skill attainment as the most important benefit of 
their child attending the pre-kindergarten program.  Comments related to academic skills 
included “He knows the letters in his name” and “The themed activities have spurned an 
interest in reading in my child.”  7.6% or two parent respondents named both academic 
and social skills as the most important benefits their child attained from attending the pre-
kindergarten program.  One of these parents stated, “Being in a classroom setting with 
other children besides her siblings it gave her indepence to learn. She learned her abc for 
the first time even though I tought her them she did better remembering because other 
children were singing there abc. She just didn’t believe me you needed the alphabet for 
school.”  7.6% or two parent respondents named benefits that fall into the “other” 
category.  These comments were “see above” and “My expectations were satisfied. This 
is definitely the most important benefit from attending the pre-k program.”  Finally, 3.8% 
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or one respondent stated, “telling me bout her day and describing what her pictures meant 
she has more communication with me now,” thus naming communication skills as the 
most important benefit. 
The final open ended question was, “How would you describe the ways the pre-
kindergarten program has prepared your child for kindergarten?”  The responses varied 
by participant across six categories: school readiness, social skills/comfort level, 
academic skills, satisfaction, dissatisfaction, and other.  All categories and the frequency 
of response are shown in Table 17. 
 
 
Table 17 Open Ended Question 3 
Category Frequency 
School Readiness 13 
Social Skills/Comfort Level 8 
Academic Skills 2 
Satisfaction 1 
Dissatisfaction 1 
Other 1 
 
 
 
50.0% or thirteen parent respondents indicated that their child was ready to attend 
kindergarten as a result of attending the pre-kindergarten program.  One parent shared, 
“My child is better prepared to learn as a result of this program. The structure of pre-k is 
closely related to kindergarten and, as a result, she cannot wait to go to "real" school!”  
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Another parent echoed this sentiment, but also noted frustration over the frequency of 
meeting.  It was stated that, “She is more ready for kindergarten. I was glad this was here 
becuz we could not afford any preschool. Wish it was more often.”  Another parent 
simply shared, “He is now familiar with the way a day will flow and I think that will go a 
long way into sending him off to school daily in the fall.” 
30.7% or eight parent respondents felt that the comfort level and/or social skills 
attained through the pre-kindergarten program had prepared their child for kindergarten 
attendance.  Having the opportunity to ride the school bus, become familiar with school 
staff, and be around other children were the most frequently mentioned comments for 
parents whose responses were in this category.  Parents stated, “It made them use to 
riding the bus because that is always scary the first day knowing what to expect my 
daughter to be learning in school. It also got them ready to be away from there parents for 
hours if not use to it and be around other kids and pay attention,” “Being familiar with 
school & teachers. Riding the bus was an extra bonus for our child,” and “She felt more 
confident going the first day of K because she was familiar with what her first day would 
entail from the very start and riding the bus, through the entire day and had met all the 
teachers she'd see too.” 
7.6% or two parent respondents indicated that the academic skills attained through 
the pre-kindergarten program had prepared their child for kindergarten.  The two parents 
that indicated academic skill growth shared, “The teacher got him to write his name!” and 
“as stated, more interest is now shown by my daughter in reading activities.”  
Disappointment and satisfaction with the program’s work in preparing children for 
kindergarten were also noted by parent respondents.  3.8% or one parent respondent 
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noted disappointment in the program as they stated, “There were some academic skills 
covered, but not as much as I had hoped. I will certainly supplement at home.”  3.8% or 
one parent respondent noted satisfaction with the program as they simply stated, 
“excellent program.”  3.8% or one parent’s comment was categorized as ‘other.’  It was 
categorized as ‘other’ due to the fact that this respondent stated only, “see above.” 
Analysis of variance – teacher and parent questionnaires. 
A one way analysis of variance (ANOVA) was computed to compare the means 
of the questionnaire factors among teachers and parents in order to determine whether the 
difference between the means was statistically significant.  The ANOVA was computed 
for each of the fully anchored questions on the questionnaire.  The difference in the 
responses of teachers and parents is considered to be significant if the p value was less 
than .05.  Table 18 reflects the ANOVA results for question one. 
 
 
Table 18 Question 1 ANOVA 
Factor N Mean SD F Significance (p) 
Verbal 
Expression 
Teachers 
 
Parents 
 
 
 
 
2 
 
29 
 
 
5.00 
 
4.79 
 
 
0.0 
 
0.412251 
 
.488 .490 
Activities 
Teachers 
 
Parents 
 
2 
 
29 
 
 
4.50 
 
4.69 
 
0.707107 
 
0.470824 
 
 
.291 .594 
Interaction 
Teachers 
 
Parents 
 
2 
 
29 
 
5.00 
 
4.79 
 
0.0 
 
0.412251 
 
.488 .490 
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Factor N Mean SD F Significance (p) 
Program 
Structure 
Teachers 
 
Parents 
 
 
2 
 
29 
 
 
4.50 
 
4.72 
 
 
.707107 
 
0.5914 
 
 
.897 .419 
 
 
 
For question one, no statistically significant differences were identified.  There 
was no statistically significant difference in responses between teachers and parents in 
relation to the factor, verbal expression, as p = .490.  There was no statistically significant 
difference in responses between teachers and parents in relation to the factor, activities, 
as p = .594.  There was no statistically significant difference in responses between 
teachers and parents in relation to the factor, interaction, as p = .490.  There was no 
statistically significant difference in responses between teachers and parents in relation to 
the factor, program structure, as p = .419. 
Table 19 reflects the ANOVA results for question two. 
 
 
Table 19 Question 2 ANOVA 
Factor N Mean SD F Significance 
(p) 
Language 
Teachers 
 
Parents 
 
2 
 
28 
 
3.50 
 
4.57 
 
0.707107 
 
0.57275 
 
4.384 .022 
Pre-academic 
Teachers 
 
Parents 
 
2 
 
28 
 
 
3.00 
 
4.68 
 
1.414214 
 
0.475595 
 
 
14.500 .000 
Social 
Teachers 
 
Parents 
 
2 
 
28 
 
4.50 
 
4.82 
 
0.707107 
 
0.390021 
 
1.172 .288 
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Factor N Mean SD F Significance 
(p) 
Motor 
Teachers 
 
Parents 
 
2 
 
28 
 
3.00 
 
4.64 
 
1.414214 
 
0.558721 
 
 
9.533 .000 
Self care 
Teachers 
 
Parents 
 
2 
 
28 
 
4.50 
 
4.57 
 
0.707107 
 
0.57275 
.096 .909 
 
 
 
In question two, several statistically significant differences were identified.  There 
was a statistically significant difference in responses between teachers and parents in 
relation to the factor, language, as p = .022.  There was a statistically significant 
difference in responses between teachers and parents in relation to the factor, pre-
academic, as p = .000.  There was no statistically significant difference in responses 
between teachers and parents in relation to the factor, social, as p = .288.  There was a 
statistically significant difference in responses between teachers and parents in relation to 
the factor, motor, as p = .000.  There was no statistically significant difference in 
responses between teachers and parents in relation to the factor, self care, as p = .909. 
Table 20 reflects the ANOVA results for question three. 
 
 
Table 20 Question 3 ANOVA 
Factor N Mean SD F Significance 
(p) 
Program 
Satisfaction 
Teachers 
 
Parents 
 
 
2 
 
28 
 
 
4.00 
 
4.93 
 
 
0.0 
 
0.262265 
 
24.267 .000 
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There was a statistically significant difference in responses between teachers and 
parents in relation to the factor, program satisfaction, as p = .000.   
Table 21 reflects the ANOVA results for question four. 
 
Table 21 Question 4 ANOVA 
Factor N Mean SD F Significance (p) 
Program’s 
Preparation of 
Students 
Teachers 
 
Parents 
 
 
 
2 
 
28 
 
 
 
4.00 
 
4.86 
 
 
 
0.0 
 
0.356348 
 
11.200 .002 
 
 
 
There was a statistically significant difference in responses between teachers and 
parents in relation to the factor, program preparation of students, as p = .002.   
Parent interviews. 
Six parents were interviewed to attain a sampling of parent perspectives in 
relation to the effectiveness of the pre-kindergarten program’s components.  The six 
parents were selected randomly from a pool of twenty eligible candidates.  Eligibility 
criteria consisted of having a child who completed the pre-kindergarten program within 
the past two years and also attended a private preschool program.  General information 
about each interviewee is found in Table 22. 
 
 
Table 22 Interviewee Demographics 
Interviewee Sex Son or Daughter Year of Pre-kindergarten 
Attendance 
Parent 1 Female Son 2010-2011 
Parent 2 Female Daughter 2010-2011 
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Interviewee Sex Son or Daughter Year of Pre-kindergarten 
Attendance 
Parent 3 Female Son and Daughter 
(twins) 
2010-2011 
Parent 4 Female Daughter 2011-2012 
Parent 5 Female Daughter 2011-2012 
Parent 6 Female Son 2010-2011 
 
 
 
There were seven interview questions, two of which contained sub-questions, or 
probes, to elicit additional information from respondents.   
The first question asked of interviewees was, “What factors were important when 
deciding to send your child to the pre-kindergarten program?”  While there were a variety 
of factors named by respondents, four main factors were identified.  All named factors 
and the frequency of response are shown in Table 23. 
 
 
Table 23 Interview Question One 
Factors Frequency 
Transportation 3 
Awareness of expectations 3 
Class size 1 
Meeting other children 1 
Interaction with adults/staff 3 
  99 
 
 
Factors Frequency 
Satisfaction with program 1 
Familiarity with school 3 
School readiness 1 
Comfort level 2 
 
 
 
50% of the parents named four of the same factors in their response to question 
one.  These factors were transportation, attaining familiarity with the school, awareness 
of expectations for school, and the opportunity to interact with the school staff.  Parent 4 
captured several of these factors within her response.  She stated, “Um, the fact that they 
would know the school, become familiar with the school and the teachers, of course, um, 
the bus ride especially.  My daughter enjoyed that…”  Parent 5 further supported this 
feeling when stating, “Um, just that she was comfortable knowing where she was going, 
that she knew what to expect…so this was the whole making her feel comfortable.”  
Other factors were mentioned by the parents, such as meeting other students and class 
size, but these items were only mentioned once by the interviewees.   
“Which of those factors motivated you to enroll your child in the pre-kindergarten 
program?” was the second interview question.  All named factors and the frequency of 
response are shown in Table 24. 
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Table 24 Interview Question Two 
Factors Frequency 
Familiarity with school/structure of day 4 
Comfort level 1 
Awareness of expectations 1 
Transportation 1 
 
 
 
In responding to this question, 83.3% of the parents indicated that their child 
becoming familiar with the school, including the structure of a school day, was the 
biggest motivating factor for enrollment.  Comments by parent 3 reflected the structure of 
the school day as an important factor.  She stated, “Um, I thought it was definitely nice 
that the day was going to be structured just like a kindergarten day was, so that there 
wouldn’t be surprises then next year.”  The comments of parent 6 indicated that 
familiarity with the school building was a motivating factor.  She shared, “I think mainly 
my reason…was just to get him familiar with the school.”  The only comment shared by 
one of the parents not related to familiarity with the school was made by parent 1 when 
she simply stated, “Transportation.” 
Question 3 asked parents, “Do you believe your child made progress from 
attending the pre-kindergarten program?”  A set of probes was associated with this 
question.  The probes were designed to elicit additional information from parents as the 
initial question may be answered with a simple “yes” or “no.”  Probe 1 asked, “IF YES: 
In relation to the progress your child made from attending the pre-kindergarten program, 
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in which area do you believe your child had the most growth, academic skills or social 
skills?”  Probe 2 asked, “IF NO: Why do you believe your child did not make progress in 
the program?”  All responses and the frequency of response are shown in Table 25. 
 
 
Table 25 Interview Question Three 
Response Frequency 
Yes 4 
Yes, socially 1 
Yes, due to both private and school based 
program 
1 
 
 
 
100% of the parents responded, “Yes” to the initial question.  When asked probe 
1, the responses did vary slightly.  All responses to the probe and the frequency of 
response are shown in Table 26. 
 
 
Table 26 Interview Question Three Prompt 
Response Frequency 
Social 3 
Academic and social 1 
Academic 2 
 
 
 
50% of the parents responded that their child’s most significant area of growth 
was in social skills.  The parents who responded “social skills” did not elaborate on their 
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responses and the interviewer neglected to ask for elaboration.  33.33% of the parents 
responded that their child’s most significant area of growth was in academic skills.  
Parents who responded with “academic skills” did elaborate upon their responses.  Parent 
4 specifically stated that her child made progress with, “…her handwriting, especially 
once she saw how it was supposed to be done, her handwriting definitely improved.”  
16.67% of parents stated that their child made progress in both areas as reflected by 
Parent 5 when she indicated, “Um, I see in both.” 
Remaining on the theme of social and academic skills, parents were asked 
question 4, “Which of these skills, academic or social, do you believe are most important 
to kindergarten transition success?”  A probe was also associated with this question.  The 
probe was designed to elicit additional information from parents as the initial question 
may be answered by stating “academic” or “social.”  The probe prompted parents by 
asking, “Please tell me why you believe those skills are the most important.”  All 
responses and the frequency of response are shown in Table 27. 
 
Table 27 Interview Question Four 
Response Frequency 
Social 4 
Depends on the child 1 
Both equally important 1 
 
 
 
66.67% of the parents responded by indicating that social skills are the most 
important skills for a successful transition to kindergarten.  When the probe was asked, 
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Parent 1 indicated that the social skills were most important due to anxiety issues within 
her son.  She stated that the pre-kindergarten program addressed his social needs and 
“…really relieved those anxiety issues that he had.”  Parent 6 added, after being asked the 
probe, that, “…socially, it’s just something kids can’t anticipate.  They can know their 
ABCs and their colors, but they can’t anticipate what it’s going to be like going down the 
same hallway as fifth graders and everybody else…”  Parent 3 stated, “…I think that if 
they’re comfortable in the environment when they come in in the beginning of 
kindergarten that they can start learning quicker.”  16.67% felt that both academic and 
social skills were equally important while 16.67% felt that it really depended upon the 
child.  Parent 2 responded saying, “…for those who have already been in a nursery 
school program, I would definitely say the academic part of it.”  She went on to also 
state, “But for students that are just coming into a school setting, it’s definitely going to 
be the, uh, social.” 
Question 5 explored the concept of social skills and academic skills further by 
asking parents, “How much of the kindergarten day do you believe should be academic 
and how much should be social?”  All responses and the frequency of response are shown 
in Table 28. 
 
 
Table 28 Interview Question Five 
Response Frequency 
More academic than social 4 
Blended approach 1 
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Response Frequency 
Half academic and half social 1 
 
 
 
The responses to this question conflicted with responses to the previous question 
as 66.67% of parents indicated that more attention should be paid to academic skills in 
kindergarten.  Parent 5 immediately responded to this question by stating, “Um, well I 
think academics is, um, number one for me.”  Parent 6 concurred when she responded 
with, “I think the academic, um, is important to get everybody on the same page and 
ready for first grade ‘cause it gets, I think, a lot more serious pretty quickly…what’s 
expected of them and their responsibilities.”  16.67% believed that it should be an even 
split between academic and social skills.  16.67% also believed that a blended approach 
utilizing “20 minute spans of academics with a short span in between for relaxation or 
play periods” was the best way to blend academics and social skills.   
The focus shifted off the child and on to the parent in question 6.  Parents were 
asked, “How did the pre-kindergarten program shape your parental involvement with 
your child’s transition to kindergarten?”  All responses and the frequency of response are 
shown in Table 29. 
 
 
Table 29 Interview Question Six 
Response Frequency 
Parental awareness of expectations 2 
Parental comfort level 3 
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Response Frequency 
Did not respond to question 1 
Not sure 1 
Provided family sharing time in the evening 1 
 
 
 
Similar to the responses to question 2 when parents were asked about motivating 
factors for enrollment, 50% of the responses focused on themes of familiarity with the 
building and school expectations were mentioned most by interviewees.  Parent 1 stated, 
“Well, I think it really built a bridge, so it, um, gave us an idea of what was expected 
when he went into, um, kindergarten and it was nice for us to feel comfortable with the 
first year.”  Parent 4 shared, “I felt good the first day of school too because I knew where 
everything was inside; where everything was, where she’s going to be, who she’s be 
seeing.  So I think for me, it took my anxiety as a parent.”  16.67% indicated that it 
provided them with family time.  Parent 5 said, “…when she can come home from that 
program and open her little book bag and show me what she’s done…And it’s just a fun 
time, you know, you sit and talk about it and she can share her projects and what she did 
with me and her dad and that’s fun.”  16.67% responded that they were unsure of how it 
shaped parental involvement and 16.67% discussed a response that was off topic. 
The final interview question asked parents to indicate, “In what ways might we 
improve how the pre-kindergarten program prepares children for kindergarten 
attendance?”  This question was asked of interviewees in an effort to ascertain what 
programmatic features may be improved in order to provide a better transition to 
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kindergarten for young learners.  All responses and the frequency of response are shown 
in Table 30.   
 
 
Table 30 Interview Question Seven 
Response Frequency 
Getting more families to enroll children in the 
program 
1 
No improvement needed 4 
Increase frequency of program 1 
 
 
 
66.67% of parents indicated that no improvement is necessary in the current 
program structure.  Parent 1 stated, “Uh, I would say that he came home excited every 
day and excited to learn, so he was safe, um, he was happy, you met all his needs, and uh, 
I think it was just a great program so I wouldn’t change anything.”  Parent 5 also shared, 
“Hmm, I really have no, um, I really have no complaints or, you know, anything I could 
suggest that would be better.”  16.67% mentioned the frequency of meeting as an area for 
improvement.  Parent 2 stated, “I definitely think, you know, to have it every other week 
would be a great added to the period.  I think they would come a long way, especially 
with their reading.”  16.67% stated that attempts to get more families involved with the 
program, likely through an additional mailing, would be the only area for improvement.   
DIAL-3 data. 
In the school district where the identified pre-kindergarten program was located, 
assessment of children eligible for kindergarten took place in the early spring prior to a 
child’s kindergarten year.  A part of this assessment was the use of the Developmental 
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Indicators for the Assessment of Learning – Third Edition (DIAL-3).  The DIAL-3 Total 
score was utilized in this stage of the study.  The DIAL-3 Total score was a composite of 
scores derived from the motor, concepts and language portions of the assessment.  The 
DIAL-3 Total score was used in the school as the primary indicator of school readiness.   
Two cohorts’ DIAL-3 Total mean scores were compared using an analysis of 
variance to determine if there was a statistically significant difference in the readiness of 
children who attended only the identified pre-kindergarten program when compared to 
those who attended no pre-kindergarten programs.  The DIAL-3 Total score was a 
standard score indicating the percentage of children that the participant scored as well as 
or better than on the assessment.  The mean DIAL-3 Total score for each group is shown 
in Table 31 and is graphically represented in Figure 4. 
 
 
Table 31 Mean DIAL-3 Total by Cohort 
Cohorts Mean N Std. Deviation 
Pre-K 61.6329 79 10.67249 
No Pre-K 49.6269 67 11.53891 
Total 56.1233 146 12.56645 
 
 
 
Within the group containing children who attended only the identified school’s 
pre-kindergarten program, the mean DIAL-3 Total score was 61.6329 with a standard 
deviation of 10.67249.  Seventy-nine children were a part of this cohort.  Within the 
group containing children who did not attend any pre-kindergarten programming, the 
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mean DIAL-3 Total score was 49.6269 with a standard deviation of 11.53891.  Sixty-
seven children were a part of this cohort.  Children who attended only the identified 
school’s pre-kindergarten program had a mean DIAL-3 Total score 12.006 points higher 
than children who did not attend any pre-kindergarten program. 
 
 
Figure 4 Graphic Representation of DIAL-3 Total Score 
 
 
 
Analysis of variance – DIAL-3 data 
Following the determination of the mean scores, a one way analysis of variance 
(ANOVA) was computed in an effort to compare the means of the cohorts and determine 
whether the difference between the means was statistically significant.  Table 32 reflects 
the ANOVA results.  The difference in the achievement between the two cohort groups is 
significant as p is less than .05 (p=.000). 
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Table 32 DIAL-3 Total ANOVA 
 Sum of Squares df Mean Square F Sig. (p) 
Between Groups 5225.755 1 5225.755 42.582 .000 
Within Groups 17672.026 144 122.722   
Total 22897.781 145    
 
 
 
Results – Inferential Statistics 
 The results of this study were directly aligned to the content of the research 
questions that were to be examined: the exploration of teacher and parent perceptions of 
the effective components of pre-kindergarten programming and the differences in 
kindergarten readiness among cohorts of children who attended only the identified 
program when compared to those who attended no pre-kindergarten programming.  
Specifically, the results examined the relationships between teacher and parent 
perceptions and beliefs about the efficacy of the components of South Central 
Pennsylvania public school pre-kindergarten program.  The results also examined the 
perceptions of teachers and parents in relation to providing a minimal amount of pre-
kindergarten experiences to improve the readiness of young learners as they prepared to 
transition to kindergarten.  Finally, the results examined the significant statistical 
differences, if any, between the data of a cohort of students who attended only the 
identified school’s pre-kindergarten program and the data of a cohort of students who 
attended no pre-kindergarten programming.  
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Twelve hypotheses were formulated in relation to these results.  H0 represents the 
null hypotheses indicating that there was no statistically significant difference found.  H1 
represents the alternative hypotheses indicating that there was a statistically significant 
difference found.  Hypotheses one through nine were designed to determine whether 
there were statistically significant differences between teacher and parent perceptions of 
efficacy.  These hypotheses were related to the nine factors of efficacy believed related to 
providing a minimal amount of pre-kindergarten experiences to improve the readiness of 
young learners as they prepared to transition to kindergarten.  Hypotheses ten and eleven 
were designed to determine whether there were statistically significant differences 
between teacher and parent perceptions of satisfaction with the program and how the 
program has prepared young learners for transition to kindergarten.  Hypothesis twelve 
was designed to determine whether there were statistically significant differences 
between a cohort of students who attended only the identified school’s pre-kindergarten 
program and a cohort of students who attended no pre-kindergarten programming.  All 
hypotheses were tested for statistical significance using an ANOVA.  A p value less than 
.05 indicated a statistically significant difference thus rejecting the null hypothesis.  The 
results are summarized in Table 33. 
The hypotheses and results were as follows: 
H01. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
verbal expression (talking about books, communicating with one another, etc.) as a 
critical component of a pre-kindergarten program. 
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H11. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
verbal expression (talking about books, communicating with one another, etc) as a critical 
component of a pre-kindergarten program. 
The p value for the factor, verbal expression, was .490, thus indicating no 
significant statistical difference between teacher and parent perceptions and beliefs.  The 
null hypothesis was accepted. 
 
H02. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
learning activities (learning letters, numbers, etc.) as a critical component of a pre-
kindergarten program. 
H12. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
learning activities (learning letters, numbers, etc.) as a critical component of a pre-
kindergarten program. 
The p value for the factor, learning activities, was .594, thus indicating no 
significant statistical difference between teacher and parent perceptions and beliefs.  The 
null hypothesis was accepted.  
 
H03. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
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interaction (interactions among children, supervision of children, etc.) as a critical 
component of a pre-kindergarten program. 
H13. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
interaction (interactions among children, supervision of children, etc.) as a critical 
component of a pre-kindergarten program. 
The p value for the factor, interaction, was .490, thus indicating no significant 
statistical difference between teacher and parent perceptions and beliefs.  The null 
hypothesis was accepted. 
 
H04. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
program structure (schedule, structure of day, transportation, etc.) as a critical component 
of a pre-kindergarten program. 
H14. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
program structure (schedule, structure of day, transportation, etc.) as a critical component 
of a pre-kindergarten program. 
The p value for the factor, program structure, was .419, thus indicating no 
significant statistical difference between teacher and parent perceptions and beliefs.  The 
null hypothesis was accepted. 
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H05. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
language (using and understanding speech) as a critical component of a pre-kindergarten 
program. 
H15. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
language (using and understanding speech) as a critical component of a pre-kindergarten 
program. 
The p value for the factor, language, was .022, thus indicating a significant 
statistical difference between teacher and parent perceptions and beliefs.  The alternative 
hypothesis was accepted. 
 
H06. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of pre-
academic skills (recognizing letters, numbers, name, etc.) as a critical component of a 
pre-kindergarten program. 
H16. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of pre-
academic skills (recognizing letters, numbers, name, etc.) as a critical component of a 
pre-kindergarten program. 
The p value for the factor, pre-academic skills, was .000, thus indicating a 
significant statistical difference between teacher and parent perceptions and beliefs.  The 
alternative hypothesis was accepted.  
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H07. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
social skills (getting along with children and adults) as a critical component of a pre-
kindergarten program. 
H17. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
social skills (getting along with children and adults) as a critical component of a pre-
kindergarten program. 
The p value for the factor, social skills, was .288, thus indicating no significant 
statistical difference between teacher and parent perceptions and beliefs.  The null 
hypothesis was accepted. 
 
H08. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
motor skills (jumping, running, cutting, using a pencil, etc.) as a critical component of a 
pre-kindergarten program. 
H18. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of 
motor skills (jumping, running, cutting, using a pencil, etc.) as a critical component of a 
pre-kindergarten program. 
The p value for the factor, motor skills, was .000, thus indicating a significant 
statistical difference between teacher and parent perceptions and beliefs.  The alternative 
hypothesis was accepted. 
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H09. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of self 
care skills (taking care of own needs/independent skills) as a critical component of a pre-
kindergarten program. 
H19. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the satisfaction levels about the efficacy of self 
care skills (taking care of own needs/independent skills) as a critical component of a pre-
kindergarten program. 
The p value for the factor, self care skills, was .909, thus indicating no significant 
statistical difference between teacher and parent perceptions and beliefs.  The null 
hypothesis was accepted.  
 
H010. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the level of overall satisfaction with the pre-
kindergarten program. 
H110. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the level of overall satisfaction with the pre-
kindergarten program. 
The p value for the factor, overall satisfaction, was .000, thus indicating a 
significant statistical difference between teacher and parent perceptions and beliefs.  The 
alternative hypothesis was accepted.  
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H011. There are no statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the level of satisfaction with the pre-
kindergarten program’s preparation of students for kindergarten attendance. 
H111. There are statistically significant differences between teacher and parent 
perceptions and beliefs as represented by the level of satisfaction with the pre-
kindergarten program’s preparation of students for kindergarten attendance. 
The p value for the factor, pre-kindergarten preparation of students, was .002, thus 
indicating a significant statistical difference between teacher and parent perceptions and 
beliefs.  The alternative hypothesis was accepted. 
 
H012. There are no statistically significant differences between the DIAL-3 Total 
scores of children who attended only the identified school’s pre-kindergarten program 
when compared to the DIAL-3 Total scores of children who did not attend any pre-
kindergarten program. 
H112. There are statistically significant differences between the DIAL-3 Total 
scores of children who attended only the identified school’s pre-kindergarten program 
when compared to the DIAL-3 Total scores of children who did not attend any pre-
kindergarten program. 
The p value for the comparison of DIAL-3 Total scores between cohorts was 
.000, thus indicating a significant statistical difference between cohorts of students.  The 
alternative hypothesis was accepted. 
 
 
 
 
 
  117 
 
 
Table 33 Factor ANOVA Summary 
Hypotheses (H) Factor Significance (p) Hypothesis Accepted 
H01/H11 Verbal Expression .490 H01 
H02/H12 Activities .594 H02 
H03/H13 Interaction .490 H03 
H04/H14 Program Structure .419 H04 
H05/H15 Language .022 H15 
H06/H16 Pre-academic Skills .000 H16 
H07/H17 Social Skills .288 H07 
H08/H18 Motor Skills .000 H18 
H09/H19 Self Care Skills .909 H09 
H010/H110 Program Satisfaction .000 H110 
H011/H111 Program’s Preparation 
of Students 
 
.002 H111 
H012/H112 Cohort DIAL-3 Data .000 H112 
 
 
 
 Statistically significant differences were found in the factors of language, pre-
academic skills, motor skills, program satisfaction, and the program’s preparation of 
students to transition to kindergarten.  In addition, a statistically significant difference 
was found in the mean DIAL-3 scores of students who attended only the identified 
school’s pre-kindergarten program when compared to the mean DIAL-3 scores of 
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students who attended no pre-kindergarten programming.  No statistically significant 
differences were found in the factors of verbal expression, activities, interaction, program 
structure, social skills, and self care skills. 
Through examination of the data in the study, both teacher and parent responses 
reflected a high level of overall satisfaction with the structure and outcomes of the 
identified school’s pre-kindergarten program in preparing children for kindergarten 
attendance.  As the study set out to explore the effects of a minimal offering of pre-
kindergarten programming, it is important to note that both the teacher respondents and 
parent respondents indicated that the frequency of meeting was a concern. 
 Similar to the data found in studies by Hurley and Horn (2010), LaParo, Kraft-
Sayre and Pianta (2003), and Basile (1996), the data reflects that social gains made by 
children were valued more than academic growth.  Both teachers and parents provided 
feedback on the questionnaire that indicated the social aspects of the program were 
highly valued.  Specifically, the attainment of a higher comfort level for children within 
the school environment was significant among participants.  The parent interview 
responses reinforced this finding. 
 Furthermore, as shown in numerous studies including those by Hunter (2009), 
Meunnig, Schweinhart, Montie, and Neidell (2009), and Bracey (1996), there were 
academic benefits to attending pre-kindergarten programs.  Academic benefits were 
named by some teacher and parent participants on the questionnaire and in the interviews.  
It was found that students who attended only the identified school’s pre-kindergarten 
program attained a higher mean score on the DIAL-3 assessment when compared to those 
who attended no pre-kindergarten program.   
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Despite the interest in pre-kindergarten education, no researcher had yet seriously 
examined the efficacy of providing a minimal amount of pre-kindergarten experience and 
support to improve the readiness of students as they prepared to transition to 
kindergarten.  Research on the benefits associated with pre-kindergarten education as an 
early intervention indicated that children who participated in pre-kindergarten 
experiences had an advantage over peers who do not participate in pre-kindergarten 
(Meunnig, Schweinhart, Montie, & Neidell, 2009).  The results of this study yielded 
similar findings and reinforced that pre-kindergarten experiences had a positive effect 
upon young learners. 
 
Validity and Reliability 
The researcher piloted the questionnaire in a private pre-kindergarten setting in an 
effort to determine the instrument’s reliability and validity.  To measure the reliability of 
the questionnaire, Cronbach’s Coefficient Alpha, a measure of internal consistency for 
items rated on a scale, was used by the researcher.  The questionnaire consisted of eleven, 
fully anchored items which used a five point scale (1=very dissatisfied and 5=very 
satisfied).  A copy of the questionnaire is found in Appendix B.  The questions asked 
participants to rate their level of satisfaction related to a variety of program components.  
Item 3a related to participants’ level of satisfaction with the pre-kindergarten program 
was removed due to the item having zero variance; all participants responded with a 
rating of “5 - very satisfied.”  Cronbach’s Coefficient Alpha was calculated using IBM 
SPSS 19 and was based upon participant responses to the remaining ten items. The 
results of the analysis indicated the items were highly reliable with a reliability 
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coefficient of >.8 for each item.  The overall reliability coefficient was .871 and is shown 
in Table 34. 
 
 
Table 34 Cronbach’s Coefficient Alpha 
Cronbach's Alpha Cronbach's Alpha Based on 
Standardized Items 
N of Items 
.871 .870 10 
 
 
 
The open ended items were checked for both content and face validity.  In order 
to establish the content validity, each item was examined and compared to the content 
which was to be tested: parental perceptions of efficacy in preparing young learners for 
the transition to public schooling.  Each participant’s response was directly related to 
content the question was intended to measure.  In order to establish face validity, 
participants were asked to respond to a question related to the content of the instrument.  
Participants were asked if there was other content that would have been beneficial about 
which to ask when measuring a pre-kindergarten program’s efficacy in preparing children 
for kindergarten.  Participants were also asked to elaborate on what additional content 
would have been beneficial for the researcher to include on the instrument.  All 
respondents indicated that the content of the instrument in its current form was adequate 
to measure the efficacy of a pre-kindergarten program’s preparation to transition young 
learners into kindergarten.  The teacher of the pre-kindergarten program participating in 
the pilot study also examined the instrument.  She indicated that, in her opinion, the items 
on the instrument were reflective of pre-kindergarten efficacy and should attain the 
necessary data. 
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The triangulation and comparison of data ensured the validity of results as 
detailed by Maxwell (2005).  Maxwell (2005) stated that the use of triangulation will 
reduce the risk of chance associations and of systematic biases due to the use of a specific 
research method.  It allowed a better assessment of the generality of the results.  
Furthermore, Maxwell (2005) found that using comparison to test validity allows the 
researcher to draw on the experiences of the participants to identify the crucial factors 
and the effect that they may have.  The researcher interpreted the data to determine the 
perceived components of effectiveness among teachers and parents that support the 
transitional needs of young learners.  
 
Summary 
 The purpose of this study was to examine the components of a pre-kindergarten 
program and the perceptions of teachers and parents about the efficacy of providing a 
minimal amount of pre-kindergarten experience to improve the readiness of students as 
they prepared to transition to kindergarten.  Through qualitative data analysis, it was 
determined that helping students feel comfortable within the school setting was an 
important factor to both teachers and parents when preparing young learners for transition 
to public school.  While academic skill attainment was noted by some participants as 
important to transition success, the majority of participants indicated that social readiness 
was more important than academic readiness.   In addition, quantitative data analysis has 
determined that there was a statistically significant difference in the perceptions and 
beliefs of teachers and parents for the factors of language, pre-academic skills, motor 
skills, overall satisfaction, and satisfaction with the pre-kindergarten program’s 
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preparation of young learners for transition to kindergarten.  Additionally, a statistically 
significant difference in the attainment of school readiness skills among children who 
attended a minimal amount of pre-kindergarten programming when compared to children 
who have attended no pre-kindergarten programming, as measured by the DIAL-3 
assessment, was identified.   
This study has addressed the problem of creating public school pre-kindergarten 
opportunities that effectively assist children in the transition to kindergarten in a South 
Central Pennsylvania public elementary school.  The use of the data gathered from this 
study provided those responsible for implementation of the pre-kindergarten program 
with valuable data related to its effectiveness in preparing young learners for entry into 
public education.  This data may also be used to assist other school districts with the 
implementation and evaluation of their own pre-kindergarten programs as an intervention 
to support young children.  A discussion of interpretations, implications, conclusions, and 
recommendations from these findings and results continues in Chapter 5. 
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Chapter 5: Interpretation, Conclusions, and Recommended Actionable Solution 
 
Interpretation of Findings and Results 
 Transition from pre-kindergarten programming to kindergarten opportunities is 
crucial for young learners as the early elementary years establish the foundation for 
children’s school success and achievement (Pianta and Cox, 2002).  As a result, this 
study explored the perceptions of efficacy among teachers and parents related to 
kindergarten transition success.  Additionally, the study explored the statistically 
significant differences in student achievement, as measured by the DIAL-3 assessment, 
among children who attended a minimalistic pre-kindergarten program in a South Central 
Pennsylvania public school when compared to children who attended no pre-kindergarten 
program.   
 Within each phase of the study, several interesting patterns emerged from the 
data.  The first stage of the study utilized an online questionnaire to gather the 
perceptions and beliefs of teachers and parents related to the effective factors of pre-
kindergarten programming in a South Central Pennsylvania pre-kindergarten program 
which meets only one time each month.  Interviews with parents also occurred during the 
first stage of the study.  In the second stage of the study, the kindergarten readiness data 
of two cohorts of students, those who attended only the identified school’s pre-
kindergarten program and those who attended no pre-kindergarten program, were 
compared to determine if there was a significant statistical difference between cohorts.  
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 Teacher questionnaires. 
In the teacher responses, a high level of satisfaction with the overall structure and 
aspects of the program were found.  When the specific programmatic factors of verbal 
expression, activities, interaction, program structure, language, pre-academic skills, social 
skills, motor skills, and self care skills were measured, a difference in beliefs among the 
two teacher participants emerged.  One teacher indicated that she was “satisfied” or “very 
satisfied” with all programmatic factors.  The other teacher, however, indicated that she 
was “neither dissatisfied or satisfied” with the factor of language.  She also indicated that 
she was “dissatisfied” with the factors of pre-academic skills and motor skills.  This data 
is reflected in Tables 4-7.  The discrepancy was significant within the context of the 
program.  If the teacher was dissatisfied with aspects of the program, altering the aspects 
of instruction related to these factors to allow for improvement or initiating conversation 
related to curricular change was within her control.   
Teacher open ended responses. 
 Further exploration of the teacher data uncovered another difference in 
perceptions of efficacy.  One teacher respondent indicated that she expected her students 
to have academic gains as a result of attending the pre-kindergarten program.  She also 
believed academic growth among students was one of the most important benefits 
attained by students in the program.  The other teacher denoted social skills, such as 
learning to play with others and becoming comfortable within the school, as the most 
important benefits.  Yet when asked about how the pre-kindergarten program prepared 
their students for kindergarten, no academic benefits were mentioned by either 
participant.  Both teachers noted students being comfortable within the school 
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environment as how the program prepared their students for kindergarten attendance.  
This reflects a conflict for one teacher in relation to her expectations for the pre-
kindergarten program and her perception of the results for students attending the 
program.  It is important to note, however, that both teachers indicated that they were 
“satisfied” overall with the program and how it prepared their students for the transition 
to kindergarten. 
 Parent questionnaires.    
 The vast majority of parents who responded to the online questionnaire were 
found to be “satisfied” or “very satisfied” with all nine aspects of the pre-kindergarten 
program.  The nine aspects measured were the same as those on the teacher 
questionnaire: verbal expression, activities, interaction, program structure, language, pre-
academic skills, social skills, motor skills, and self care skills.  In addition, all parents 
were found to be “satisfied” of “very satisfied” with the manner in which the pre-
kindergarten program had prepared their child for kindergarten attendance.  This data is 
reflected in Tables 11-14.   
 Parent open ended responses. 
A pattern emerged within parent responses to the open ended questions on the 
questionnaire; parents believed the social aspects of the program were more important 
than the academic aspects of the program.  The majority of parent responses (greater than 
65% for all questions) about expectations for their children in the program, the benefits 
attained while their child was in the program, and how the pre-kindergarten program 
prepared their children for kindergarten were all related to the social aspects of pre-
kindergarten.  This reflects similar results to those found in studies by Basile (1996) and 
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Hurley and Horn (2010).  These studies also found that parents valued the social benefits 
of pre-kindergarten programming more than the academic benefits.   
Analysis of variance – teacher and parent questionnaires. 
The mean response of teachers and parents to the fully anchored questions on the 
questionnaire was compared through an analysis of variance (ANOVA).  The ANOVA 
data is found in Tables 18 and 19.  There were five factors found to have a statistically 
significant difference between teachers and parents.  These factors were language, pre-
academic skills, motor skills, overall program satisfaction, and satisfaction with how the 
pre-kindergarten program prepared children for kindergarten transition.  While these 
areas were found to have a statistically significant difference, the small sample size of the 
teacher cohort was what impacted the results of the study.  The teacher cohort contained 
only two members.  One of these teachers, as previously reported, applied a low rating to 
the factors of language, pre-academic skills, and motor skills.  This lowered the mean 
rating for the teacher cohort so when compared to the much higher parent mean score, it 
was found to have a statistical significance.  In relation to the factors of overall program 
satisfaction and satisfaction with how the pre-kindergarten program prepared children for 
kindergarten transition, the results may be deceiving.  Teachers rated each of these 
factors as “Satisfied.”  The majority of parents rated each of these factors as “Very 
Satisfied” (92.9% for overall satisfaction and 85.7% for program preparation for 
kindergarten).  Even though found to have a statistically significant difference, the results 
of these factors may be considered to have an insignificant impact upon future 
programming options.   
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Parent interviews.  
Interview responses by parents further reinforced the questionnaire results as it 
was found that the interview respondents believed the social aspects of the pre-
kindergarten program were most important.  Themes and frequency of interviewee 
response is found in Tables 22-30.  Social aspects of the program, including their child’s 
comfort level within the school, were named as the reason for enrollment in the program.  
Parents also believed that, when asked to select academic or social growth as the area 
where their child made the most progress, social skill growth was the area where the most 
improvement was shown.  The majority of interviewee responses indicated that being 
comfortable within the school setting was an important factor for transition success. 
Analysis of variance – DIAL-3 data. 
The second stage of the study compared the DIAL-3 Total scores of two student 
cohorts.  One cohort consisted of the data of students who attended only the South 
Central Pennsylvania’s pre-kindergarten program.  The second cohort consisted of the 
data of students who did not attend any pre-kindergarten program.  The mean DIAL-3 
Total score of each cohort was compared using an ANOVA.  A statistically significant 
difference was found between the two cohorts as the cohort of students who attended the 
pre-kindergarten program attained a higher mean score on the DIAL-3 assessment.  Pre-
kindergarten attendees had a 12.006 point higher mean score than their peers who did not 
attend any pre-kindergarten programming.  This data is found in Table 32 and Figure 4. 
 It is important to note that dissatisfaction with one aspect of the program was 
noted by teachers and parents: the frequency with which the program meets.  While the 
frequency of pre-kindergarten programming was a concern for teachers and parents, the 
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frequency of meeting did not appear to have a negative impact upon the achievement of 
children.  This is similar to findings by Landry, Swank, Smith, Assel, and Gunnewig 
(2006).  Landry, et al. studied full day and half day pre-kindergarten programs.  It was 
found that students who attended full day pre-kindergarten programs had the greatest 
growth in literacy skills.  Students in a half day program showed greater growth over the 
non pre-kindergarten cohort, but their growth was not as great as the full day cohort.  As 
the current study set out to discover if a minimalistic pre-kindergarten program was 
enough to impact the readiness of young learners, the results of this study appear to show 
that any amount of pre-kindergarten education was enough to have an impact upon 
children.  
 The DIAL-3 Total score was a composite of scores derived from the motor, 
concepts and language portions of the assessment.  The motor section assessed gross and 
fine motor development.  The concept section assessed knowledge of basic concepts, 
such as counting and colors.  The language section assessed the child’s use of expressive 
and receptive language.  A certain level of irony exists within the results of this study.  
One of the teachers indicated a level of dissatisfaction within the program factors of 
language, pre-academic skills and motor skills.  These three factors are identical to those 
that were assessed on the DIAL-3 assessment.  While the teacher was not satisfied with 
these factors within the pre-kindergarten program, the data reflects that students who 
attend the pre-kindergarten program were achieving at a higher level in these factors than 
their peers who do not attend any pre-kindergarten program.   
Research studies have shown that pre-kindergarten attendance resulted in 
academic benefits for attendees.  Studies by Bracey (1996), Hunter (2009) and Meunnig, 
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et al. (2009) had shown that children who participated in pre-kindergarten programming 
attained higher academic achievement when compared to those who attended no pre-
kindergarten programming.  In light of the responses of teachers and parents on the 
questionnaire instrument indicating social aspects of pre-kindergarten programming were 
most important, a question has emerged from the study results; Is academic achievement 
among pre-kindergarten attendees higher due to programmatic aspects or is it due to the 
greater comfort level due to the exposure of students to a school environment?  While the 
researcher has not studied the response to this question, a possible theory has emerged 
indicating that the social benefits of pre-kindergarten programming may have a 
significant impact upon the academic achievement among attendees.  
Inferential Results 
 Twelve hypotheses were tested in this study.  The null hypothesis was presented 
to indicate no statistically significant differences found while the alternative hypothesis 
was presented to indicate that there was a statistically significant difference found.  
Hypotheses one through nine were formulated to determine whether there were 
statistically significant differences between teacher and parent perceptions of efficacy 
related to nine factors believed to be important toward improving the readiness of young 
learners as they prepared to transition to kindergarten.  Hypotheses ten and eleven were 
formulated to determine whether there were statistically significant differences between 
teacher and parent perceptions of satisfaction with the program and how the program has 
prepared young learners for the transition to kindergarten.  Hypothesis twelve was 
formulated to determine whether there were statistically significant differences between 
the data of a cohort of students who attended only the identified school’s pre-
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kindergarten program and a cohort of students who attended no pre-kindergarten 
program.  The results of the statistical analysis are summarized in Table 33. 
For hypothesis one, the null hypothesis was accepted. H01 stated, “There are no 
statistically significant differences between teacher and parent perceptions and beliefs as 
represented by the satisfaction levels about the efficacy of verbal expression (talking 
about books, communicating with one another, etc) as a critical component of a pre-
kindergarten program.”  There was no statistically significant difference found as both 
teachers and parents are “satisfied” or “very satisfied” with the pre-kindergarten 
program’s preparation of students in the area of verbal expression. 
For hypothesis two, the null hypothesis was accepted.  H02 stated, “There are no 
statistically significant differences between teacher and parent perceptions and beliefs as 
represented by the satisfaction levels about the efficacy of learning activities (learning 
letters, numbers, etc.) as a critical component of a pre-kindergarten program.”  There was 
no statistically significant difference found as both teachers and parents are “satisfied” or 
“very satisfied” with the pre-kindergarten program’s preparation of students in the area of 
learning activities. 
For hypothesis three, the null hypothesis was accepted.  H03 stated, “There are no 
statistically significant differences between teacher and parent perceptions and beliefs as 
represented by the satisfaction levels about the efficacy of interaction (interactions among 
children, supervision of children, etc.) as a critical component of a pre-kindergarten 
program.”  There was no statistically significant difference found as both teachers and 
parents are “satisfied” or “very satisfied” with the pre-kindergarten program’s preparation 
of students in the area of interactions. 
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For hypothesis four, the null hypothesis was accepted.  H04 stated, “There are no 
statistically significant differences between teacher and parent perceptions and beliefs as 
represented by the satisfaction levels about the efficacy of program structure (schedule, 
structure of day, transportation, etc.) as a critical component of a pre-kindergarten 
program.”  There was no statistically significant difference found as both teachers and 
parents are “satisfied” or “very satisfied” with the pre-kindergarten program’s preparation 
of students in the area of program structure.   
For hypothesis five, the alternative hypothesis was accepted.  H15 stated, “There 
are statistically significant differences between teacher and parent perceptions and beliefs 
as represented by the satisfaction levels about the efficacy of language (using and 
understanding speech) as a critical component of a pre-kindergarten program.”  There 
was a significant statistical difference between teacher and parent perceptions found in 
the area of language.  While parents were primarily found to be “satisfied” or “very 
satisfied” with the progress of their child in the area of language development, one 
teacher did not agree.  This finding is significant as the data identifies language 
development as an area to be monitored and possibly modified within the future structure 
of the pre-kindergarten program.  Furthermore, in light of the higher level of achievement 
found on the DIAL-3 results for pre-kindergarten attendees, it denoted a discrepancy 
between teacher expectations and student results. 
For hypothesis six, the alternative hypothesis is accepted.  H16 stated, “There are 
statistically significant differences between teacher and parent perceptions and beliefs as 
represented by the satisfaction levels about the efficacy of pre-academic skills 
(recognizing letters, numbers, name, etc.) as a critical component of a pre-kindergarten 
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program.”  There was a significant statistical difference between teacher and parent 
perceptions found in the area of pre-academic skills.  While all parents were found to be 
“satisfied” or “very satisfied” with the progress of their child in the area of pre-academic 
skills, one teacher did not agree and was “dissatisfied.”  This finding is significant as the 
data identifies pre-academic skills as an area to be monitored and possibly modified 
within the future structure of the pre-kindergarten program.  As noted in hypothesis five, 
a higher level of achievement is found on the DIAL-3 results for pre-kindergarten 
attendees, therefore denoting a discrepancy between teacher expectations and student 
results.  
For hypothesis seven, the null hypothesis was accepted.  H07 stated, “There are no 
statistically significant differences between teacher and parent perceptions and beliefs as 
represented by the satisfaction levels about the efficacy of social skills (getting along 
with children and adults) as a critical component of a pre-kindergarten program.”  There 
was no statistically significant difference found as both teachers and parents are 
“satisfied” or “very satisfied” with the pre-kindergarten program’s preparation of students 
in the area of social skills. 
For hypothesis eight, the alternative hypothesis was accepted.  H18 stated, “There 
are statistically significant differences between teacher and parent perceptions and beliefs 
as represented by the satisfaction levels about the efficacy of motor skills (jumping, 
running, cutting, using a pencil, etc.) as a critical component of a pre-kindergarten 
program.”   There was a significant statistical difference between teacher and parent 
perceptions found in the area of motor skills.  While all parents were found to be 
“satisfied” or “very satisfied” with the progress of their child in the area of motor skills, 
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one teacher did not agree and was “dissatisfied.”  This finding is significant as the data 
identifies motor skills as an area to be monitored and possibly modified within the future 
structure of the pre-kindergarten program.  As noted in hypotheses five and six, a higher 
level of achievement is found on the DIAL-3 results for pre-kindergarten attendees, 
therefore denoting a discrepancy between teacher expectations and student results. 
For hypothesis nine, the null hypothesis was accepted.  H09 stated, “There are no 
statistically significant differences between teacher and parent perceptions and beliefs as 
represented by the satisfaction levels about the efficacy of self care skills (taking care of 
own needs/independent skills) as a critical component of a pre-kindergarten program.”  
There was no statistically significant difference found as both teachers and parents are 
“satisfied” or “very satisfied” with the pre-kindergarten program’s preparation of students 
in the area of self care skills.  
For hypothesis ten, the alternative hypothesis was accepted.  H110 stated, “There 
are statistically significant differences between teacher and parent perceptions and beliefs 
as represented by the level of overall satisfaction with the pre-kindergarten program.”  
There was a significant statistical difference found between teachers and parents in the 
area of overall program satisfaction.  The researcher believed, however, that these results 
did not hold significance in terms of pre-kindergarten programming.  The statistical 
difference resulted due to both teachers indicating that they were “4, satisfied” with the 
program while the majority of parents indicated that they were “5, very satisfied” with 
the program.  The data reflected that both groups were, at the least, “satisfied” with the 
pre-kindergarten program, thus reflecting positive results. 
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For hypothesis eleven, the alternative hypothesis is accepted.  H111 stated, “There 
are statistically significant differences between teacher and parent perceptions and beliefs 
as represented by the level of satisfaction with the pre-kindergarten program’s 
preparation of students for kindergarten attendance.”  There was a significant statistical 
difference found between teachers and parents in the area of the pre-kindergarten 
program’s preparation of students for kindergarten attendance.  As was the case in 
hypothesis ten, the researcher cautions against generalizations with these results.  The 
statistical difference resulted due to both teachers indicating that they were “4, satisfied” 
with the program while the majority of parents indicated that they were “5, very 
satisfied” with the program.  The data reflects that both groups were, at the least, 
“satisfied” with the pre-kindergarten program transition preparation, thus reflecting 
positive results. 
For hypothesis twelve, the alternative hypothesis was accepted.  H112 stated, 
“There are statistically significant differences between the DIAL-3 Total scores of 
children who attended only the identified school’s pre-kindergarten program when 
compared to the DIAL-3 Total scores of children who did not attend any pre-kindergarten 
program.”  There was a significant statistical difference between the DIAL-3 Total score 
of children who attended only the pre-kindergarten program when compared to the 
DIAL-3 Total score of children who did not attend any pre-kindergarten program.  This 
finding was significant as it directly relates to the heart of the study and answers the 
question of whether or not this minimal amount of pre-kindergarten experience will be 
enough to impact the readiness of students as they prepared to transition to kindergarten.  
The results attained from the testing of hypothesis twelve indicate that a minimal amount 
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of pre-kindergarten experience does have a positive impact upon the achievement of 
young learners as they prepared to transition to kindergarten.   
The results of testing the twelve hypotheses were directly related to the 
conceptual framework of this study.  Both the National Association for the Education of 
Young Children (NAEYC, 2009) and the Pennsylvania Department of Education (PDE, 
2010) believe that appropriate content, outcomes, and transition from system of care to 
public education are critical components of pre-kindergarten programs.  With the paucity 
of research available on the effectiveness of a non-universal and less frequent pre-
kindergarten intervention, this study sought to determine the perceived components of 
transition effectiveness among teachers and parents within the identified school’s pre-
kindergarten program.  A secondary purpose was to examine assessment data related to 
kindergarten readiness among pre-kindergarten attendees when compared to non-
attendees.  Each of the hypotheses was formulated to measure the efficacy of the 
identified school’s pre-kindergarten program in meeting these components.  The results 
of testing the hypotheses reflected that the majority of the pre-kindergarten program 
components were aligned with current beliefs related to pre-kindergarten effectiveness. 
 
Conclusions 
 The central question of this study was formulated from the professional 
experiences of the researcher and gaps identified in a preliminary research scan.  The 
central question was: What is the efficacy of providing a pre-kindergarten program to 
support the transitional needs of young children between preschool systems of care and 
public education?   Specifically, the study set out to answer the following questions in an 
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effort to evaluate the effectiveness of the pre-kindergarten program in meeting the 
transition needs of participants: 
 
1. What components of the pre-kindergarten program do teachers perceive as 
effective in supporting the transition needs of young learners? 
2. What components of the pre-kindergarten program do parents perceive as 
effective in supporting the transition needs of young learners? 
3. What are the statistically significant differences in kindergarten readiness, 
among students who attended the pre-kindergarten program when compared to 
those who did not attend any pre-kindergarten program, as measured by the 
DIAL-3 assessment? 
  
Research Question One: What components of the pre-kindergarten program do teachers 
perceive as effective in supporting the transition needs of young learners? 
 Perceptions of efficacy related to components that support the transition needs of 
young learners were found to differ among the two teachers included in the study.  The 
teachers agreed that the factors of verbal expression, activities, interaction, program 
structure, social skills, and self care skills were all handled effectively within the 
program.  Both teachers indicated that they were either “satisfied” or “very satisfied” 
with the progress of the students in each of these areas.  In addition, both teachers 
indicated that they were “satisfied” with the program and how it was preparing students 
for kindergarten.  There were differing perceptions, however, among the teachers in the 
factors of language, pre-academic skills, and motor skills.  One teacher indicated that she 
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was “satisfied” with the progress of students in these areas while the other indicated a 
rating of “neither satisfied or dissatisfied” for language and “dissatisfied” for pre-
academic and motor skills.   
 Based upon the comments of one teacher, the unmeasured factor of time may be a 
variable that contributed to the lower ratings attained.  The teacher stated that, “Due to 
the limited time with children, 3 hours per month, there is not enough time to focus on 
and progress monitor the pre-academic and motor skills.  They are all introduced to 
students, but I do not see progress in the academic area.”  When directly asked about the 
ways in which the pre-kindergarten program has prepared students for kindergarten, both 
teachers discussed students being more comfortable within the school environment.  The 
questionnaire data, teacher comments, and results of the statistical testing of hypotheses 
one through eleven suggest that teachers perceived those factors not related to academic 
skills to be the most important in the pre-kindergarten program as it prepares young 
learners for the transition to kindergarten.   
 This finding carries some significance when this study is compared to other 
studies.  Other research studies (Hurley & Horn, 2010; Gill, Winters, & Friedman, 2006) 
have shown that educators value the academic benefits of pre-kindergarten programming 
over the social benefits.  The difference in findings may be due to the frequency of 
program meeting as other studies had been completed in full time pre-kindergarten 
settings.   
 
Research Question Two: What components of the pre-kindergarten program do parents 
perceive as effective in supporting the transition needs of young learners? 
  138 
 
 
 Parents were very consistent in their ratings of the factors for the pre-kindergarten 
program’s work in preparing young learners for the transition to kindergarten.  The vast 
majority of parents rated the progress of students in each of the nine factors as “satisfied” 
or “very satisfied.”  The lowest rated factor was program structure, yet 93% of parents 
rated this factor as “satisfied” or “very satisfied.”  Additionally, 100% of parents 
indicated that they were “satisfied” or “very satisfied” with the pre-kindergarten program 
and how it prepared their child for the transition to kindergarten.   
 Upon examination of the open ended responses, a clearer picture of the parental 
perceptions of effective factors for kindergarten transition became evident.  Comments 
made by parents indicate that the social skills attained by children were more important 
than academically related skills.  72.9% of parents indicated that the comfort level of 
their child in the school setting was the most important benefit of attending the pre-
kindergarten program.  Data from the interviews with parents confirms that parents 
believed the social benefits of the pre-kindergarten program are most important to them.  
83.3% of interviewees stated that familiarity with the school was what ultimately 
motivated them to enroll their child in the pre-kindergarten program.  In addition, 66.67% 
of interviewees believed that social skills were the most important skill for a child to 
attain in order to have a successful transition to kindergarten.   
 The data attained by the questionnaire, interviews, and results of the statistical 
testing of hypotheses one through eleven  indicated that parents believe social skills, 
specifically a child feeling comfortable within the school environment, were the most 
important factors of the pre-kindergarten program’s preparation of young learners for 
transition success.   
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 This finding aligns with previous research conducted by Hurley and Horn (2010), 
LaParo, Kraft-Sayre and Pianta (2003), and Basile (1996).  In each of these studies, the 
social aspects of pre-kindergarten programs were believed by parents to be the most 
important.  As parents’ perceptions indicated that the pre-kindergarten program is doing 
well in relation to preparing their child for kindergarten attendance, it is critical for 
administrators of the existing program to continue to create opportunities for young 
learners to interact with the school prior to kindergarten attendance and stress the 
teaching of social skills during these interactions. 
 
Research Question Three: What are the statistically significant differences in 
kindergarten readiness among students who attended the pre-kindergarten program when 
compared to those who did not attend any pre-kindergarten program as measured by the 
DIAL-3 assessment? 
 A statistically significant difference between student cohorts was found through 
the ANOVA used to compare the DIAL-3 Total score of students who attended only the 
South Central Pennsylvania public school’s pre-kindergarten program and those students 
who attended no pre-kindergarten program.  The seventy-nine students who attended only 
the identified school’s pre-kindergarten program scored an average of 12.006 percentage 
points higher on their DIAL-3 Total score than did their sixty-seven peers who attended 
no pre-kindergarten program.  This difference in mean DIAL-3 Total score suggested that 
a pre-kindergarten program meeting for a minimal amount of time (one meeting per 
month) was a worthwhile intervention for young learners preparing to transition to 
kindergarten.   
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 The statistical analysis of the DIAL-3 data and hypothesis twelve reflected the 
finding that a minimal amount of pre-kindergarten experiences were enough to impact the 
transition readiness of young learners.  This finding was significant as it reflects not only 
the impact of the pre-kindergarten program in the study, but also demonstrates the 
benefits that pre-kindergarten education may have for other school districts who wish to 
implement a pre-kindergarten intervention as a tool to reach young learners.  
 
Recommended Actionable Solution 
As stated previously, no researcher had yet seriously examined the efficacy of 
providing a minimal amount of pre-kindergarten experience and support to improve the 
readiness of students as they prepared to transition to kindergarten.  This study addressed 
the problem of creating public school pre-kindergarten opportunities that effectively 
assisted children in the transition to kindergarten. 
The purpose of this study was to examine the components of a pre-kindergarten 
program and the perceptions of teachers and parents about the efficacy of providing a 
minimal amount of pre-kindergarten experience to improve the readiness of students as 
they prepared to transition to kindergarten in a South Central Pennsylvania public 
elementary school.  Overall, the qualitative and quantitative data attained from this study 
reflected transition benefits for young learners in the identified school’s pre-kindergarten 
program.  The major conclusion of this study was that pre-kindergarten programming 
does not need to be universal or full time in nature to be an effective intervention for 
young learners preparing to transition from preschool systems of care to public education.  
Pre-kindergarten programming may involve a minimal time investment and still have a 
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significant impact upon young learners.  The design of a pre-kindergarten program may 
be similar to the program included in the study or tailored to suit an individual district’s 
needs.  District leaders who do not have the capital or time to implement a program that 
occurs during the school day could choose to structure a pre-kindergarten program that 
meets before school or after school.  The most important factor for a district to include, 
regardless of the structure, is social skill integration and opportunities to interact with 
school staff.  The results of this study appear to indicate that the critical factor in pre-
kindergarten success lies in the integration of social skills and most notably in 
opportunities for children to become comfortable in the school environment. 
The implications of these results for the pre-kindergarten program studied are 
profound.  Although it was clear that a desire exists for additional pre-kindergarten 
opportunities, as noted by both teachers and parents in the study, the reality of the 
situation does not allow for expansion of the program.  Neither the necessary time nor 
finances are available within the South Central Pennsylvania school district to allow for 
expansion of the pre-kindergarten program.  As a result, it is recommended that the 
program, as it is currently structured, should continue to operate.  There are opportunities 
available to modify the current program structure in order to improve the experiences 
provided to young learners enrolled in the program. 
One solution may be to encourage participant families to have a greater level of 
involvement in parent-teacher organization (PTO) activities.  This would create 
additional opportunities for social interaction with the school to occur.  In addition, pre-
kindergarten families may be invited to attend school assemblies to allow them to more 
frequently associate with the school community.  Furthermore, other opportunities for 
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interaction within the school structure should be explored.  This may include 
participation in “specials” classes (art, music, physical education, computers, or library) 
or activities with a “buddy” class in an older grade level.  Participation in such activities 
will assist pre-kindergarten students in becoming more familiar with the school prior to 
transition to kindergarten attendance.   
 
Recommendations for Future Research 
 As funding for pre-kindergarten education continues to be cut while expectations 
of achievement rise, it is imperative for researchers to analyze the efficacy of pre-
kindergarten programming.  Future research in this area can focus on several different 
aspects of pre-kindergarten programming.  
 One area to consider for further research is the extent to which the achievement 
gap found on the DIAL-3 assessment among cohorts continues longitudinally into 
subsequent grades.  Does the achievement gap continue or does it close as the students 
advance through the primary grades in public education?  This topic may be expanded to 
examine the achievement of specific subgroups of students, such as socio-economic 
status or special education, during the pre-kindergarten program and subsequent grades.   
 Another area to consider for further research is the extent to which there may be a 
correlation between student comfort level in the school setting and academic 
achievement.  Both teachers and parents perceived students’ comfort level as an 
important factor for transition success.  This finding may have significance to school 
districts as future interventions related to public school partnerships with pre-
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kindergarten programs could be implemented in an effort to raise both the comfort level 
and achievement of young learners.  
 Parent interviewees also stated that the pre-kindergarten program assisted them 
with their own comfort level related to the school and transition.  As research studies 
have shown public school partnerships with parents may raise student achievement 
(Pelletier & Brent, 2002), further research on the level of parental involvement with the 
school among parents whose children attended public school pre-kindergarten offerings 
as compared to those who had no interaction with the school prior to kindergarten may be 
warranted.   
 This research study provides the policy makers and leaders within the South 
Central Pennsylvania pre-kindergarten program’s school district with a wealth of data 
related to the efficacy of a pre-kindergarten program that meets with a minimal 
frequency.  These data may be utilized to assist those responsible for the pre-kindergarten 
program in the decision making process related to future pre-kindergarten programming.  
These data also assist in filling the void in research related to the impact of a less frequent 
pre-kindergarten intervention upon the academic and social development of children.  
Furthermore, these data may help to provide other school districts with information 
regarding effective interventions to assist preschool aged children in their transition to 
kindergarten.   
 
Summary 
 This transformative mixed method research study in a South Central Pennsylvania 
pre-kindergarten program that meets only one time each month has explored components 
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of programming that were perceived to be effective in preparing young learners for the 
transition to kindergarten.  In addition, the study examined the kindergarten readiness of 
children who attended only the identified pre-kindergarten program in comparison to 
children who did not attend any pre-kindergarten program.  The conceptual framework 
proposed that the importance of an early intervention for young learners in the form of an 
effective pre-kindergarten program would result in improved transition from systems of 
care to formal schooling.  The literature implied that the benefits of attending pre-
kindergarten programs are far reaching and that perceptions of program efficacy differ 
among teachers and parents.   
 According to the qualitative and quantitative data attained in this study, 
perceptions of effective factors related to pre-kindergarten preparation for transition were 
similar among teachers and parents.  Both groups believed that the social skills attained 
by children were most important for kindergarten transition success. Furthermore, 
statistical analysis has shown a greater level of kindergarten readiness in children who 
attended only the identified pre-kindergarten program when compared to those who 
attended no pre-kindergarten program.  The conclusion of the data in this research study 
was that the perceived factors of efficacy within pre-kindergarten programming were 
those which assist students in feeling more comfortable within the public school 
environment.  Furthermore, the data has shown that there was a statistically significant 
difference in the kindergarten readiness of children who attended pre-kindergarten 
programming, regardless of the frequency of meeting, when compared to those who 
attended no pre-kindergarten programming.   
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 Chapter 5 concludes the research study.  The researcher recommends that all 
school districts seriously investigate the possibility of pre-kindergarten programming as 
an effective intervention for young learners.  Pre-kindergarten programming does not 
need to be a full time venture as this study has shown that a minimal amount of 
interaction between young learners and the public school can have significant benefits.  
Interactions between the preschool community and the public school setting are critical to 
improve the transition success for young learners.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  146 
 
 
List of References 
 
 
 
 
ACSD. (2010). Reading by 3
rd
 grade is make or break benchmark. Retrieved from 
 http://ascd.typepad.com/blog/2010/05/poverty-reading.html 
 
 
Adcock, S. & Patton, M. (2001). Views of effective early childhood educators regarding 
 systemic constraints that affect their teaching. Journal of Research in Childhood 
 Education, 15(2), 194-208. 
 
 
Anthony, J. & Francis, D. (2005). Development of phonological awareness. Current 
 Directions in Psychological Science, 14(5), 255-259. 
 
 
Bailet, L., Repper, K., Piasta, S., & Murphy, S. (2009). Emergent literacy intervention for 
prekindergarteners at risk for reading failure. Journal of Learning Disabilities, 
42(4), 336-355. 
 
 
Barnett, W., Ackerman, D., & Robin, K. (2006). California’s preschool for all a
 (proposition 82): A policy analysis. New Brunswick, NJ: National Institute 
for Early Education Research. 
 
 
Barnett, W. and Boocock, S. (1998). Early care and education for children in poverty: 
 promises, programs, and long term results. Albany, NY: State University of New 
 York Press. 
 
 
Barnett, W. and Lamy, C. (2006). Estimated impacts of number of years of preschool 
 attendance on vocabulary literacy and math skills at kindergarten entry. 
Retrieved from http://nieer.org/resources/research/EstimatedImpacts.pdf 
 
 
Bartik, T. (2008). Economic development benefits of preschool expansion in Kalamazoo 
County (W.E. Upjohn Institute for Employment Research). Retrieved from 
 http://ssrn.com/abstract=1372833 
 
 
 
 
 
  147 
 
 
Bartik, T. (2009). Distributional effects of early childhood programs and business 
incentives and their implications for policy (Upjohn Institute Staff Working Paper 
No. 09-151). Retrieved from 
http://papers.ssrn.com/sol3/Papers.cfm?abstract_id=1447867 
 
 
Bartik, T. (2009). How policymakers should deal with the delayed benefits of early 
childhood programs. (Upjohn Institute Staff Working Paper No. 09-150). 
Retrieved from http://papers.ssrn.com/sol3/Papers.cfm?abstract_id=1447865 
 
 
Behrman, J., Cheng, Y., & Todd, P. (2000). Evaluating preschool programs when length 
of exposure to the program varies: a nonparametric approach (Pier Working 
Paper No. 01-034). Retrieved from the Penn Institute for Economic Research 
website: http://www.econ.upenn.edu/node/1431 
 
 
Belfield, C. (2004). Early childhood education: How important are the cost-savings to 
the school system? New York, NY: Columbia University. 
 
 
Berlinski, S., Galiani, S., & Manacorda, M. (2007). Giving children a better start: 
 preschool attendance and school-age profiles (World Bank Policy Research 
 Working Paper No. 4240). Retrieved from The World Bank website: http://www-
 wds.worldbank.org/external/default/WDSContentServer/IW3P/IB/2007/06/04/00 
 0016406_20070604154223/Rendered/PDF/wps4240.pdf 
 
 
Berlinski, S., Galiani, S., & McEwan, P. (2009). Preschool and maternal labor market 
outcomes: evidence from a regression discontinuity design. Retrieved from 
 http://papers.ssrn.com/sol3/Papers.cfm?abstract_id=1421498 
 
 
Bierman, K., Nix, R., Greenberg, M., Blair, C., and Domitrovich, C. (2008). Executive 
 functions and school readiness intervention: Impact, moderation, and mediation in 
the head start REDI program. Development and Psychopathology, 20, 821-843. 
 
 
Bracey, G. (1996, March). The impact of early intervention. Phi Delta Kappan, 77(7), 
510-511. 
 
 
Bradley, R. and Corwyn, R. (2002). Socioeconomic status and child development. 
Annual Review of Psychology, 53, 371-399. 
 
 
  148 
 
 
Brooks-Gunn, J. and Duncan, G. (1997). The effects of poverty on  children. The Future 
of Children, 7(2), 55-71. 
 
 
Burchinal, M., Lee, M., and Ramey, C. (1989). Type of day-care and preschool 
intellectual development in disadvantaged children. Child Development, 60(1), 
128-137. 
 
 
Cassidy, D. & Lawrence, J. (2000). Teachers’ beliefs: The “whys” behind the “how tos”  
in child care classrooms. Journal of Research in Childhood Education, 14(2), 
193-204. 
 
 
Center for Mental Health in Schools at UCLA. (2006). Preschool programs: A synthesis 
of current policy issues. Los Angeles, CA: UCLA Department of Psychology. 
 
 
Child Care and Early Education Research Connections. (2003). Promoting language and 
literacy in early childhood care and education settings. Washington, D.C.: Halle, 
T., Calkins, J., Berry, D. & Johnson, R. 
 
 
Creswell, J. & Plano Clark, V. (2011). Designing and conducting mixed methods 
research. Thousand Oaks, CA: Sage Publications, Inc.  
 
 
Creswell, J. (2007). Qualitative inquiry and research design: Choosing among five 
approaches. Thousand Oaks, CA: Sage Publications, Inc. 
 
 
Dockett, S. & Perry, B. (2002) Who’s ready for what? Young children starting school. 
Contemporary Issues in Early Childhood, 3(1), 67-89. 
 
 
Duncan, G., Yeung, W., Brooks-Gunn, J., and Smith, J. (1998). How much does 
childhood poverty affect the life chances of children? American Sociological 
 Review, 63(3), 406-423. 
 
 
Ehri, L. & Roberts, T. (2006). Handbook of Early Learning Research. New York, NY:  
 Guilford Press. 
 
 
Fielding, P., Kerr, N., & Rosier, P. (2007). Annual growth, catch up growth. Scottsdale, 
AZ: The New Foundation. 
  149 
 
 
Fitzpatrick, M. (2008). Preschoolers enrolled and mothers at work? The effects of 
universal pre-kindergarten (US Census Bureau for Economic Studies Paper No. 
CES-WP 08-04). Retrieved from 
http://www.ces.census.gov/index.php/ces/cespapers?detail_key=101810 
 
 
Georgia Council for School Performance. (1996). Quality and effectiveness of pre- 
kindergarten programs in Georgia: Parental perspectives. Georgia: Basile, K. 
 
 
Gill, S., Winters, D. & Friedman, D. (2006). Educators’ views of pre-kindergarten and 
 kindergarten readiness and transition practices. Contemporary Issues in Early 
Childhood, 7(3), 213-227. 
 
 
Gormley, W., Phillips, D., Adelstein, S., & Shaw, C. (2010). Head Start's comparative 
 advantage: Myth or reality?. Policy Studies Journal 38(3), 397-418. 
 
 
Gredler, M. (2009). Learning and instruction: Theory into practice. Upper Saddle River, 
 NJ: Pearson. 
 
 
Hart, B. and Risley, T. (1999). The social world of children learning to talk. Baltimore, 
MD: Paul H. Brookes. 
 
  
Harvard Family Research Project. (2004). The transition to kindergarten: A review of 
current research and promising practices to involve families. Cambridge, MA: 
Bohan-Baker, M. & Little, P.M. 
 
 
Heckman, J., Moon, S., Pinto, R., Savelyev, P., & Yavitz, A. (2009). The rate of return to 
the High/Scope Perry preschool program (IZA Discussion Paper No. 4533). 
Retrieved from http://www.iza.org/ 
 
 
Heckman, J. and Raut, L. (2009). Intergenerational long term effects of preschool – 
 structural estimates from a discrete dynamic programming model. Retrieved from 
 http://papers.ssrn.com/sol3/Papers.cfm?abstract_id=1552163 
 
 
Hume, D. (1965). Of the standard of taste and other essays. Indianapolis, IN: The Bobbs 
Merrill Company. 
 
  150 
 
 
Hunter, T. (2009). Insuring the future: the necessity of universal preschool in modern 
 America. Retrieved from 
http://papers.ssrn.com/sol3/Papers.cfm?abstract_id=1392370 
 
 
Hurley, J. & Horn, E. (2010). Family and professional priorities for inclusive early 
 childhood settings. Journal of Early Intervention, 32(5), 335-350. 
 
 
Krashen, S. (2005). The hard work hypothesis: Is doing your homework enough to 
 overcome the effects of poverty? Multicultural Education, 12(4), 16-19. 
 
 
Landry, S.H., Swank, P.R., Smith, K. E., Assel, M.A., & Gunnewig, S.B. (2006). 
Enhancing early literacy skills for preschool children: Bringing a professional 
development model to scale. Journal of Learning Disabilities, 39(4), 306-324. 
 
 
LaParo, K.M., Kraft-Sayre, M. & Pianta, R.C. (2003). Preschool to kindergarten 
transition activities: Involvement and satisfaction of families and teachers. 
Journal of Research in Childhood Education, 17(2), 147-158. 
 
 
Lochner, L. (2010). Education policy and crime (NBER Working Paper No. w15894). 
Retrieved from http://economics.uwo.ca/centres/cibc/wp2010/Lochner02.pdf 
 
 
Maxwell, J.A. (2005). Qualitative research design: An interactive approach. Thousand 
Oaks,CA: Sage Publications, Inc. 
 
 
McMullen, M. (1997). The effects of early childhood academic and professional 
experience on  self-perceptions and beliefs about developmentally appropriate 
practices. Journal of Early Childhood Teacher Education, 18(3), 55-68. 
 
 
Moats, P. (2000). Speech to print: Language essentials for teachers. Baltimore, MD: Paul 
H. Brookes. 
 
 
Muennig, P., Schweinhart, L., Montie, J. & Neidell, M. (2009). Effects of a 
 prekindergarten educational intervention on adult health: 37-Year follow-up 
results of a randomized controlled trial. American Journal of Public Health, 
99(8), 1431-1437. 
 
 
  151 
 
 
National Association for the Education of Young Children. (1995). Where we stand on 
school  readiness. Retrieved from 
http://www.naeyc.org/files/naeyc/file/positions/Readiness.pdf 
 
 
National Association for the Education of Young Children. (2010). Where we stand on 
early learning standards. Retrieved from 
 http://www.naeyc.org/files/naeyc/file/positions/earlyLearningStandards.pdf 
 
 
National Association for the Education of Young Children. (2011). Building parent- 
teacher partnerships. Retrieved from http://www.naeyc.org/families/PT 
 
 
National Center for Early Development and Learning. (2000). Enhancing the transition 
to kindergarten: Linking children, families and schools. Charlottesville, VA: 
Kraft-Sayre, M.E. & Pianta, R.C. 
 
 
National Center for Educational Statistics. (2010). The nation’s report card. Retrieved 
from http://nces.ed.gov/nationsreportcard/ 
 
 
Palenzuela, S. (2004). Measuring pre-kindergarten teachers’ perceptions: Compliance 
with the high/scope program. Journal of Research in Childhood Education, 18(4), 
321-333. 
 
 
Paulson, L.H., Kelly, K.L., Jepson, S., van den Pol, R., Ashmore, R.,  Farrier, M. & 
Guilfoyle, S. (2004). The effects of an early reading curriculum on language and 
literacy development of Head Start children. Journal of Research in Childhood 
Education, 18(3), 169-178. 
 
 
Payne, R. (PhD.). (1996). A framework for understanding poverty. Highlands, TX: aha! 
 Process, Inc. 
 
 
Pearson Education (2011). DIAL-3 technical information. Retrieved from 
 http://www.pearsonassessments.com/pai/ca/RelatedInfo/DIAL-
 3TechnicalInformation.htm 
 
 
Pelletier, J. and Brent, J. (2002). Parent participation in children’s school readiness: The 
effects  of parental self-efficacy, Cultural Diversity, and Teacher Strategies. 
International Journal of Early Childhood, 34(1), 45-60. 
  152 
 
 
Pennsylvania Department of Education, Office of Child Development and Learning. 
(2010). Pre-Kindergarten: Pennsylvania learning standards for early childhood. 
Retrieved from 
http://www.portal.state.pa.us/portal/server.pt/community/standards/8709 
 
 
Pennsylvania Department of Education. (2010). Pennsylvania system of school 
assessment. Retrieved from http://www.portal.state.pa.us/portal/server.pt/
 community/pennsylvania_system_of_school_assessment_%28pssa%29/8757 
 
 
Pianta, R.C. & Cox, M. (2002). Transition to kindergarten. Early Childhood Research 
and Policy Briefs, 2 (2). Retrieved from 
http://www.fpg.unc.edu/~ncedl/PDFs/TranBrief.pdf 
 
 
Ravid, R. (2011). Practical statistics for educators. Lanham, MD: Rowman & Littlefield, 
Inc. 
 
 
Reynolds, A., Temple, J. Robertson, D. & Mann, E. (2001). Long term effects of an early 
 childhood intervention on educational achievement and juvenile arrest. The 
Journal of the  American Medical Association, 285, 2339-2346. doi: 
10.1001/jama.285.18.2339 
 
 
Rous, B. (2004). Perspectives of teachers about instructional supervision and behaviors 
that influence preschool instruction. Journal of Early Intervention, 26(4), 266- 
283. 
 
 
Robelen, E. (2009). Early education issues return to spotlight. Education Week, 29(4), 1- 
2. 
 
  
Schnickendanz, J. (1999). Much more than the abcs: The early stages of reading and 
 writing. Washington, DC: National Association for the Education of Young 
 Children. 
 
  
School Improvement in Maryland. (2009). Retrieved from http://mdk12.org/index.html 
 
 
Schweinhart, L. (1994). Lasting benefits of preschool programs. Retrieved from 
 http://ericeece.org/pubs/digests/1994/scheri94.html 
 
  153 
 
 
Siraj-Blatchford, I., Sylva, K., Muttock, M., Gilden, R, & Bell, D. (2002). Researching 
 effective pedagogy in the early years. Retrieved from 
 http://www.education.gov.uk/research/data/uploadfiles/RR356.pdf 
 
 
Stark, D. (2010). Engaged families, effective pre-k: State policies that bolster student 
success. Retrieved from http://www.pewcenteronthestates.org/uploadedFiles/ 
 PkN_Family_Engagement_FINAL.p df?n=4141 
 
 
Sylva, K., Melhuish, E., Sammons, P., Siraj-Blatchford, I., & Taggart, B. (2004). The 
 effective provision of pre-school education project. Retrieved from 
 http://www.education.gov.uk/research/data/uploadfiles?SSR_FR_2004_01.pdf 
 
 
Taylor, J. (2005). Poverty and student achievement. Multicultural Education, 12(4), 53- 
 55. 
 
 
Temple, J. and Reynolds, A. (2007). Benefits and Costs of investments in preschool 
 education: Evidence from the child-parent centers and related programs. 
Economics of Education Review, 26(1), 126-144. 
 
 
United States Census Bureau. (2010). Income, poverty, and health insurance coverage in 
the United States: 2008. Retrieved  from http://census.gov/Press-
 Release/www/releases/archives/income_wealth/014227.html 
 
 
United States Census Bureau. (2010). Who’s minding the kids? Child care arrangements: 
Spring  2005/Summer 2006. Washington, D.C.: Laughlin, L. 
 
 
United States Department of Agriculture, Food and Nutrition Service. (2010). Retrieved 
from http://www.fns.usda.gov/fns/regulations.htm 
 
 
United States Department of Education. (2010). Retrieved from 
 http://www2.ed.gov/nclb/landing.jhtml 
 
 
United States Department of Health and Human Services. (2009). Code of federal 
 regulations. Retrieved from 
http://www.hhs.gov/ohrp/humansubjects/guidance/45cfr46.html 
 
 
  154 
 
 
United States Department of Health and Human Services. (2010). Head start act. 
Retrieved from http://www.acf.hhs.gov/programs/ohs/legislation/HS_act.html 
 
 
United States Department of Health and Human Services (2011). The 2011 HHS poverty 
 guidelines. Retrieved from http://aspe.hhs.gov/poverty/11fedreg.shtml 
 
 
University of North Carolina FPG Child Development Institute. (2005). Early Childhood 
 Environment Rating Scale – Revised. Chapel Hill, N.C.: Clifford, R.M., Cryer, D. 
& Harms, T. 
 
  
Whitehurst, G. J., & Lonigan, C. J. (1998). Child development and emergent literacy. 
Child Development, 69(3), 848-872. 
 
 
Williams, K. (2009). ‘Guilty knowledge’: Ethical aporia emergent in the research practice 
of educational development practitioners. London Review of Education, 7(3), 211- 
221. 
 
 
Wong, V.C., Cook, T.D., Barnett, W.S., & Jung, K. (2008). Evaluation of five state pre-
 kindergarten programs. Journal of Policy Analysis and Management, 27(1), 122- 
154. 
 
 
Yoo, J., Slack, K., & Holl, J. (2009). Material hardship and the physical health of school-
 aged children in low-income households. American Journal of Public Health, 
99(5), 829-836. 
 
 
 
 
 
 
 
 
 
  155 
 
 
Appendix A: Permission to Conduct Study 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  156 
 
 
 
 
  157 
 
 
Appendix B: Institutional Review Board Approval 
 
 
 
 
 
 
  158 
 
 
 
 
 
 
 
 
 
  159 
 
 
Appendix C: Pilot Study Parent Questionnaire 
 
 
 
 
Title of Study: EVALUATING THE EFFICACY OF A PRE-KINDERGARTEN 
PROGRAM: TRANSITIONAL NEEDS OF YOUNG CHILDREN BETWEEN 
SYSTEMS OF CARE AND PUBLIC EDUCATION 
This questionnaire is part of a doctoral study designed to examine the components of a 
pre-kindergarten program and the perceptions of teachers and parents about the efficacy 
of providing a minimal amount of pre-kindergarten experience to improve the readiness 
of students as they prepare to transition to kindergarten.  
 
Section 1 – In section one, you will be asked to rate your satisfaction level related to 
how the pre-kindergarten program met or did not meet your expectations and the 
progress made by your child.  
 
1. Please rate the following items based on how they did or did not meet your 
expectations. 
 
a. Verbal Expression - (Examples include talking about books and pictures, encouraging children to 
communicate with one another, using language to express thoughts and opinions) 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
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b. Activities - (Examples include learning letters, writing, fine motor, math/number sense, art, 
music/movement, play, nature/science) 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
 
 
c. Interaction - (Examples include supervision of children, discipline, staff-child interactions, 
interactions among children 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
 
 
d. Program Structure - (Examples include schedule, free play, group time, transportation, provisions 
for children with disabilities) 
 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
 
2. Select the category that best describes your level of satisfaction with the progress your 
child made after attending the pre-kindergarten program: 
a. Language (using and understanding speech) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
b. Pre-academic (recognizing letters of the alphabet, numbers, name, etc.) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
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c. Social (getting along with children and adults) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
d. Motor (activities include jumping, running, cutting, using a pencil, etc.) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
e. Self care (taking care of own needs/independent skills) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
 
3. What was your level of satisfaction with the pre-kindergarten program? 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
4. Describe your level of satisfaction with how well the pre-kindergarten program has 
helped to prepare your child for kindergarten? 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
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Section 2 – In section two, you are asked to share your thoughts in relation to what 
you feel are the benefits your child has attained from attending the pre-
kindergarten program.  
 
5.What were your expectations for the pre-kindergarten program prior to your child 
attending? 
 
6.If you were to select the most important benefit your child attained from attending the 
pre-kindergarten program, what would you choose?   
 
7.How would you describe the ways the pre-kindergarten program has prepared your 
child for kindergarten? 
 
 
Section 3 – In section three, you will respond to questions that help me to 
understand who has completed the questionnaire.   
 
8.Age Range 
Under 20 
21-30 
31-40 
40-50 
Over 50 
 
Section 4:  In section four, you will respond to questions related to the 
questionnaire.   
 
9.Sections 1-3 of the questionnaire took me approximately ____ minutes to complete. 
1-10 
11-15 
16-20 
More than 20 
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10.Were the questions written in a manner that you easily understood what was being 
asked?  If no, please indicate specifically which questions were confusing and why. 
Yes 
No 
Comments: 
 
11.Was there other information which would have been helpful to ask about when 
studying a pre-kindergarten program’s effectiveness in preparing students for 
kindergarten?  If yes, please indicate the topics which would have improved the 
questionnaire. 
Yes 
No 
Comments: 
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Appendix D: Questionnaire Cover Letter 
 
 
 
 
February 7, 2012 
 
Dear Parents: 
  
I am seeking my Doctor of Education in the field of Educational Leadership and 
Management at Drexel University.  I am currently conducting a study entitled, Evaluating 
the Efficacy of a Pre-kindergarten Program: Transitional Needs of Young Children 
Between Systems of Care and Public Education.  The purpose of this study is to better 
understand the effectiveness of the pre-kindergarten program offered at Londonderry 
Elementary School. This research will help me to make improvements in the program for 
future generations of young learners.  In the fall of 2012, I plan to publish the results of 
this study based on the data provided by responses to a parent questionnaire. 
 
 
The questionnaire is to be completed online.  There is a Web address for the 
questionnaire printed at the bottom of this letter.  If you do not have Internet access, I ask 
that you call the Londonderry Elementary School office and request a hard copy of the 
questionnaire.  The questions are related to the pre-kindergarten program at Londonderry 
Elementary School.  Four of the questions are multiple choice and three of them are short 
answer.  The survey will remain open for participation from February 7, 2012 through 
February 24, 2012.   
 
 
I would greatly appreciate your assistance through completion of the questionnaire. Since 
the validity of the results depends on obtaining a high response rate, your participation is 
crucial to the success of this study. The questionnaire completion process, which will 
focus on the effectiveness of our program, will take approximately 10 to 15 minutes to 
complete. 
 
 
Your completion of the online questionnaire indicates your consent to participate in this 
study.  Please be assured that your responses will be held in the strictest confidence.  
Your responses will remain completely anonymous.  As soon as I receive the completed 
questionnaire, I will summarize the responses from all participants.  I will then analyze 
the responses for common themes related to the effectiveness of the pre-kindergarten 
program in preparing your child for kindergarten.  All questionnaire responses will be 
stored securely in an electronic format for 3 years after the data are recorded.  If the 
results of this study are written for publication, no identifying information will be used. 
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The potential benefits to you from participating in this study are that your input may 
result in improved pre-kindergarten planning not only at Londonderry Elementary, but 
potentially across the nation. The study may be helpful to increase your understanding of 
the effective components of pre-kindergarten programming.  The potential benefits to 
science and humanity are the creation of a cost effective intervention for young learners 
prior to entry into the public school system.  This study will provide information to 
school officials to help them effectively plan for pre-kindergarten and the transition to 
kindergarten.  Respondents will have the opportunity to receive feedback regarding the 
study results by contacting me at the school following the completion of the study in the 
late summer of 2012. 
 
Contact information.   
If you have any questions about this study, you can contact the people listed below: 
 
Dr. Joyce Pittman      J. Michael Lausch 
Drexel University     Londonderry Elementary School 
3001 Market Street     260 Schoolhouse Road 
Philadelphia, PA 19104    Middletown, PA 17057 
(215) 895-1593     (717) 944-9462 
joyce.a.pittman@drexel.edu    mlausch@ldsd.org 
 
 
This study has been reviewed and approved by Drexel University’s Institutional Review 
Board (IRB). The IRB has determined that this study meets the ethical obligations 
required by federal law and University policies.   
 
 
I hope that you will be able to participate in this study and assist me to improve pre-
kindergarten offerings. 
 
 
Sincerely, 
 
 
J. Michael Lausch 
Principal, Londonderry Elementary School 
 
QUESTIONNAIRE WEB ADDRESS: 
 
http://www.surveymonkey.com/s/5NW2TTL 
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Appendix E: Teacher Questionnaire 
 
 
 
 
Title of Study: EVALUATING THE EFFICACY OF A PRE-KINDERGARTEN 
PROGRAM: TRANSITIONAL NEEDS OF YOUNG CHILDREN BETWEEN 
SYSTEMS OF CARE AND PUBLIC EDUCATION 
This questionnaire is part of a doctoral study designed to examine the components of a 
pre-kindergarten program and the perceptions of teachers and parents about the efficacy 
of providing a minimal amount of pre-kindergarten experience to improve the readiness 
of students as they prepare to transition to kindergarten.  
Section 1 - In section one, you will be asked to rate your satisfaction level related to 
how the pre-kindergarten program met or did not meet your expectations and the 
progress made by your students. 
1. Did the pre-kindergarten program meet your expectations?   
Please rate the following items based on how they did or did not meet your expectations. 
 
a.Verbal Expression - (Examples include talking about books and pictures, encouraging children to 
communicate with one another, using language to express thoughts and opinions) 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
 
b.Activities - (Examples include learning letters, writing, fine motor, math/number sense, art, 
music/movement, play, nature/science) 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
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c.Interaction - (Examples include supervision of children, discipline, staff-child interactions, interactions 
among children 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
 
 
d.Program Structure - (Examples include schedule, free play, group time, transportation, provisions for 
children with disabilities) 
 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
2. Select the category that best describes your level of satisfaction with the progress your 
students made after attending the pre-kindergarten program: 
a. Language (using and understanding speech) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
b. Pre-academic (recognizing letters of the alphabet, numbers, name, etc.) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
c. Social (getting along with children and adults) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
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d. Motor (activities include jumping, running, cutting, using a pencil, etc.) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
e. Self care (taking care of own needs/independent skills) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
3. Select the choice that best describes your level of satisfaction with the pre-kindergarten 
program. 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
4. Select the choice that best describes your level of satisfaction with how well the pre-
kindergarten program has helped to prepare your students for kindergarten? 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
Section 2 - In section two, you are asked to share your thoughts in relation to what 
you feel are the benefits your students have attained from attending the pre-
kindergarten program. 
 
5. What were your expectations for the pre-kindergarten program prior to the 
students attending? 
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6. If you were to select the most important benefit your students attained from 
attending the pre-kindergarten program, what would you choose?   
 
7. How would you describe the ways the pre-kindergarten program has prepared 
your child for kindergarten? 
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Appendix F: Parent Questionnaire 
 
 
 
 
Title of Study: EVALUATING THE EFFICACY OF A PRE-KINDERGARTEN 
PROGRAM: TRANSITIONAL NEEDS OF YOUNG CHILDREN BETWEEN 
SYSTEMS OF CARE AND PUBLIC EDUCATION 
This questionnaire is part of a doctoral study designed to examine the components of a 
pre-kindergarten program and the perceptions of teachers and parents about the efficacy 
of providing a minimal amount of pre-kindergarten experience to improve the readiness 
of students as they prepare to transition to kindergarten.  
 
Section 1 – In section one, you will be asked to rate your satisfaction level related to 
how the pre-kindergarten program met or did not meet your expectations and the 
progress made by your child.  
1. Please rate the following items based on how they did or did not meet your 
expectations. 
 
a.Verbal Expression - (Examples include talking about books and pictures, encouraging children to 
communicate with one another, using language to express thoughts and opinions) 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
 
b.Activities - (Examples include learning letters, writing, fine motor, math/number sense, art, 
music/movement, play, nature/science) 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
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c.Interaction - (Examples include supervision of children, discipline, staff-child interactions, interactions 
among children 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
 
 
d.Program Structure - (Examples include schedule, free play, group time, transportation, provisions for 
children with disabilities) 
 
 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
2. Select the category that best describes your level of satisfaction with the progress your 
child made after attending the pre-kindergarten program: 
a. Language (using and understanding speech) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
b. Pre-academic (recognizing letters of the alphabet, numbers, name, etc.) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
c. Social (getting along with children and adults) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
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d. Motor (activities include jumping, running, cutting, using a pencil, etc.) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
e. Self care (taking care of own needs/independent skills) 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
 
3. Select the choice that best describes your level of satisfaction with the pre-kindergarten 
program? 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
4. Select the choice that best describes your level of satisfaction with how well the pre-
kindergarten program has helped to prepare your child for kindergarten? 
1  2  3   4  5 
Very Dissatisfied Dissatisfied Neither Satisfied or Dissatisfied  Satisfied  Very Satisfied 
Comments: 
 
Section 2 – In section two, you are asked to share your thoughts in relation to what 
you feel are the benefits your child has attained from attending the pre-
kindergarten program.  
 
5.What were your expectations for the pre-kindergarten program prior to your child 
attending? 
 
6.If you were to select the most important benefit your child attained from attending the 
pre-kindergarten program, what would you choose?   
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7.How would you describe the ways the pre-kindergarten program has prepared your 
child for kindergarten? 
 
Section 3 – In section three, you will respond to questions that help me to 
understand who has completed the questionnaire.   
 
8.Sex  M  F 
 
9.Age Range 
Under 20 
21-30 
31-40 
40-50 
Over 50 
 
10.Select the choice that best describes your situation 
This is my first child in the public school system 
I have had other children in the public school system 
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Appendix G: Parent Interview Questions 
 
 
 
 
Interview Questions – Lausch 
Interview Protocol Form: Pre-Kindergarten Parent Interview Protocol 
 
School Affiliation: _____________________________________________________  
 
Interviewee (Title and Name): ______________________________________  
 
Interviewer (Title and Name): 
_____________________________________________________ 
 
Directions: Today, I will be asking you questions about the Londonderry pre-
kindergarten program.  The purpose of this interview is for me to gain perspective on 
parental perceptions in relation to the program.  Your responses will assist me in 
understanding how parents feel about the program.  In addition, your responses will assist 
me in evaluating the program.  In order to attain accurate responses, I will be recording 
the interview.   
 
1. What factors were important when deciding to send your child to the pre-
kindergarten program? 
 
2. What motivated you to decide to enroll your child in the pre-kindergarten 
program? 
 
3. Do you believe your child made progress from attending the pre-kindergarten 
program? 
 
Probe 1: IF YES: In relation to the progress your child made from attending the 
pre-kindergarten program, in which area do you believe your child had the most 
growth, academic skills or social skills? 
 
Probe 2: IF NO: Why do you believe your child did not make progress in the 
program? 
 
4. Which of these skills, academic or social, do you believe are most important to 
kindergarten transition success?   
 
Probe 1: Please tell me why you believe those skills are the most important. 
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5. How much of the kindergarten day do you believe should be academic and how 
much social? 
 
6. How did the pre-kindergarten program shape your parental involvement with your 
child’s transition to kindergarten? 
 
7. In what ways might we improve how the pre-kindergarten program prepares 
children for kindergarten attendance? 
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